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ABSTRACT 
This thesis is the result of an investigation of a Queensland example of 
curriculum reform based on outcomes, a type of reform common to many parts of the 
world during the last decade. The purpose of the investigation was to determine the 
impact of outcomes on teacher perspectives of professional practice. The focus was 
chosen to permit investigation not only of changes in behaviour resulting from the 
reform but also of teachers' attitudes and beliefs developed during implementation. 
The study is based on qualitative methodology, chosen because of its suitability 
for the investigation of attitudes and perspectives. The study exploits the researcher's 
opportunities for prolonged, direct contact with groups of teachers through the selection 
of an over-arching ethnography approach, an approach designed to capture the holistic 
nature of the reform and to contextualise the data within a broad perspective. The 
selection of grounded theory as a basis for data analysis reflects the open nature of this 
inquiry and demonstrates the study's constructivist assumptions about the production of 
knowledge. The study also constitutes a multi-site case study by virtue of the choice of 
three individual school sites as objects to be studied and to form the basis of the report. 
Three primary school sites administered by Brisbane Catholic Education were 
chosen as the focus of data collection. Data were collected from three school sites as 
teachers engaged in the first year of implementation of Student Performance Standards, 
the Queensland version of English outcomes based on the current English syllabus. 
Teachers' experience of outcomes-driven curriculum reform was studied by means of 
group interviews conducted at individual school sites over a period of fourteen months, 
researcher observations and the collection of artefacts such as report cards. 
Analysis of data followed grounded theory guidelines based on a system of 
coding. Though classification systems were not generated prior to data analysis, the 
labelling of categories called on standard, non-idiosyncratic terminology and analytic 
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frames and concepts from existing literature wherever practicable in order to permit 
possible comparisons with other related research. 
Data from school sites were examined individually and then combined to 
determine teacher understandings of the reform, changes that have been made to 
practice and teacher responses to these changes in terms of their perspectives of 
professionalism. Teachers in the study understood the reform as primarily an 
accountability mechanism. Though teachers demonstrated some acceptance of the 
intentions of the reform, their responses to its conceptualisation, supporting 
documentation and implications for changing work practices were generally 
characterised by reduced confidence, anger and frustration. 
Though the impact of outcomes-based curriculum reform must be interpreted 
through the inter-relationships of a broad range of elements which comprise teachers' 
work and their attitudes towards their work, it is proposed that the substantive findings 
of the study can be understood in terms of four broad themes. First, when the conceptual 
design of outcomes did not serve teachers' accountability requirements and outcomes 
were perceived to be expressed in unfamiliar technical language, most teachers in the 
study lost faith in the value of the reform and lost confidence in their own abilities to 
understand or implement it. Second, this reduction of confidence was intensified when 
the scope of outcomes was outside the scope of the teachers' existing curriculum and 
assessment planning and teachers were confronted with the necessity to include aspects 
of syllabuses or school programs which they had previously omitted because of a lack 
of understanding or appreciation. The corollary was that outcomes promoted greater 
syllabus fidelity when frameworks were closely aligned. Third, other benefits the 
teachers associated with outcomes included the development of whole school 
curriculum resources and greater opportunity for teacher collaboration, particularly 
among schools. The teachers, however, considered a wide range of factors when 
determining the overall impact of the reform, and perceived a number of them in terms 
of the costs of implementation. These included the emergence of ethical dilemmas 
concerning relationships with students, colleagues and parents, reduced individual 
autonomy, particularly with regard to the selection of valued curriculum content and 
intensification of workload with the capacity to erode the relationships with students 
which teachers strongly associated with the rewards of their profession. Finally, in 
banding together at the school level to resist aspects of implementation, some teachers 
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showed growing awareness of a collective authority capable of being exercised m 
response to top-down reform. 
These findings imply that Student Performance Standards require review and, 
additional implementation resourcing to support teachers through times of reduced 
confidence in their own abilities. Outcomes prove an effective means of high-fidelity 
syllabus implementation, and, provided they are expressed in an accessible way and 
aligned with syllabus frameworks and terminology, should be considered for inclusion 
in future syllabuses across a range of learning areas. The study also identifies a range of 
unintended consequences of outcomes-based curriculum and acknowledges the 
complexity of relationships among all the aspects of teachers' work. It also notes that 
the impact of reform on teacher perspectives of professional practice may alter teacher-
teacher and school-system relationships in ways that have the potential to influence the 
effectiveness of future curriculum reform. 
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CHAPTER 1. THE INTRODUCTION OF OUTCOMES 
Efforts to improve teaching and learning through educational reform have for 
some time characterised the activities of schools and educational systems in many parts 
of the world. Common to many of the reforms in areas of Europe and America in recent 
years is a focus on outcomes as a force driving the curriculum. A focus on outcomes 
also characterises the dominant reforms being experienced by Australian teachers 
regardless of state, territory or system. The magnitude of these reforms, the high priority 
they have assumed in government and education departments and their industrial and 
political implications would indicate that they have the potential to impact on teaching 
and learning in Australian schools. The aim of this study is to investigate the impact of 
one such outcomes-driven curriculum reform. The reform in question is the 
implementation of Student Performance Standards (SPS) in English in Brisbane 
Catholic primary schools. In order to contextualise the study, this chapter will provide 
some background information relating to: 
• trends in educational reform in Australia and other parts of the world; 
• the implementation of outcomes in schools administered by Education 
Queensland and Brisbane Catholic Education; 
• the impact of reform on teachers' practice and professionalism; 
• the need to investigate the impact of reform; 
• the scope of the study. 
Trends in Educational Reform 
Educational systems around Australia are currently engaged in a range of 
educational reforms including the introduction of outcomes-driven curriculum based on 
explicit statements of the outcomes expected of schooling. This trend is in line with 
similar reforms in other parts of the world (Willis & Kissane, 1997b). In Europe and the 
United States existing performance measures are being revised to reflect current 
curriculum expectations. In England and Wales a National Curriculum has been 
introduced accompanied by Standardised Attainment Tests (SATS) as a result of the 
1988 Education Reform Act. In the United States many local school boards and states or 
districts have implemented standards of achievement, in some instances based on 
foundations established by national organisations such as the National Council of 
Mathematics Teachers (NCMT). The California Assessment Program is one example of 
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statewide standards of student performance (Masters, 1991). Benchmarks, descriptions 
of standards of achievement, originating in Toronto, Canada in 1989 (Rutledge, 1993) 
closely resemble the developments in England, Wales and the USA. 
In Australia, the states and territories have constitutional powers over education 
so reforms on the scale of the current national shift to outcomes-driven curriculum 
development are relatively rare. Statewide or system reforms have been the norm. 
Current reform activities can be traced to the initiatives of federal ministers of education 
in the 1980s. The then Education Minister, Susan Ryan, supported the Australian 
Education Council (AEC) as a forum to initiate national curriculum policy through the 
pursuit of action resulting from the two main objectives resolved at their June 1986 
meeting (Kennedy, 1995a, p. 154): 
• to utilise to maximum effort scarce curriculum development resources, and 
• to ensure that unnecessary differences in curricula from state to state be 
minimised. 
Dawkins, who succeeded Ryan in the education portfolio, extended her direction 
by "shaping a new conceptual and policy terrain in Australian education" (Lingard, 
Porter, Bartlett, & Knight, 1995, p. 45). Federal support for national collaboration on 
curriculum took the form of advocacy through publications such as "Strengthening 
Australia's Schools" (Dawkins, 1988), the appointment of advisers sympathetic to the 
national agenda and considerable financial backing continued by later ministers 
(Beazley, 1993). 
As a result of this encouragement, state and federal agencies combined to 
produce a set of documents collectively referred to as "Statements and Profiles for 
Australian Schools", with the intention of improving teaching and learning for 
Australian students. These documents have become the tools of the reform. In some 
states they are being used without amendment while in other states local versions such 
as the "Curriculum Standards Framework" (Board of Studies, 1995) in Victoria, and 
"Student Performance Standards in English for Students in Queensland Schools" 
(Department of Education, 1994) have been produced (Brady & Kennedy, 1998; Lokan, 
1997c). These local versions tend to use the language adopted from system curriculum 
materials. In order to bring about desired changes in teaching practice, state and national 
governments have made considerable funding available for the provision of professional 
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development and other forms of teacher support such as print and visual resources, 
additional personnel and related projects such as the National Schools Network (NSN). 
As profiles/SPS are nominally only a reporting tool, the required reforms have 
sometimes been presented to teachers as an enhancement of current practice, in the form 
of an expanded repertoire of assessment techniques including the compilation of student 
work folios and reporting to parents according to specific frameworks. However, this is 
the case 6nly for teachers whose curriculum development and assessment practices are 
already closely aligned with recommended syllabuses. For others, the reforms have the 
capacity to challenge fundamental practices of planning, teaching, assessment and 
record-keeping as well as reporting (Griffin, 1998). 
An additional contextualising factor worthy of note was the media attention to 
the issue of standards in literacy and numeracy which occurred at the time outcomes 
were introduced. During the six-month period October 1993 - March 1994, of 
seventeen items about English teaching published in "The Courier Mail" or "The 
Australian" newspapers, fifteen referred to literacy standards. The majority of these 
stories presented the view that standards were in decline. Only two stories, both 
published in "The Australian", challenged the perception of falling standards asserting 
than anecdotal reports were not backed by evidence. However, "The Australian" also 
carried an extremely scathing column in which the then new NSW English syllabus was 
described as "a repair manual for the tragically malfunctioning Australian education 
system" (Devine, 1993). The persistence of claims of lower standards in newspaper 
stories which fail to address the complexity of the issues of literacy and numeracy is 
unlikely to promote public confidence in Australian schooling. As teachers themselves 
are consumers of the media (Crowther, 1991), it is possible that some of them may also 
give credence to claims of falling literacy standards. 
Consequently the implementation of outcomes has become increasingly eventful 
as more of the implications are identified and their political and industrial potential is 
exploited. 
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The Implementation of Outcomes in Schools Administered by Education Queensland 
and Brisbane Catholic Education 
Brisbane Catholic Education (BCE), where the author worked as a curriculum 
consultant at the time of the study, is one of many education systems in Australia at 
present engaged in the introduction of an outcomes-based approach to curriculum 
reform. Following the decision of the Queensland Education Department, since renamed 
Education Queensland (EQ), to adopt SPS as part of a widespread suite of educational 
reforms, BCE put together its own reform program. Though the two plans originally had 
many similarities there were also significant differences in terms of timeline and 
sequence. Initially, BCE chose a slower pace which should have allowed it to monitor 
the implementation of SPS in other systems, in particular, Education Queensland. A 
faster timeline, combined with the decision to begin with mathematics instead of 
English, the focus of most professional development over the past few years, resulted in 
a problematic introduction to profiles for Education Queensland. Significant resistance 
from teachers caused the Queensland Teachers' Union to conduct a ballot in 1995 
concerning the future of the 1994 Enterprise Bargaining Agreement to implement 
profiles. Though teachers voted to honour their agreement, the margin was small 
enough to cause concern to those whose role was to continue the implementation task. 
Then, in March 1996, a by-election caused a change of government as a result of which 
the implementation of SPS was placed on hold in EQ schools, a situation which persists 
at the time of writing. 
Having a delayed timeline for the introduction of SPS in English in comparison 
with EQ schools and many others systems in Australia could have positioned BCE to 
benefit from the experiences of others. However, with EQ implementation on hold and a 
slowed pace in many other states and systems, BCE schools found themselves with the 
leaders of reform rather than with the pack, especially in using outcomes for reporting 
to parents. Proceeding without the expected parallel implementation in EQ schools 
made unanticipated demands on the BCE system in terms of resource provision and 
maintaining the morale of teachers through a difficult reform which had seemingly been 
successfully resisted by their EQ counterparts. 
This investigation was designed to assist a curriculum consultant to monitor the 
impact of the introduction of Student Performance Standards (SPS - English) on teacher 
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perspectives of professional practice in the BCE primary schools in which she worked 
during 1996-97, the first period in which reporting to parents occurred. 
The Impact of Reform on Teachers' Practice and Professionalism 
Though curriculum reforms based on the implementation of standards are still at 
a relatively early stage in Australia's educational history, emerging evidence from 
studies in Australia and elsewhere indicates they have the capacity for significant 
impact on teachers' work. Both positive and negative aspects of the impact have been 
reported. In general, teachers have been ready to acknowledge that recommended 
changes in assessment practices have the potential to improve teaching and learning by 
enabling them to collate more consistent, precise information on student achievement 
(Guskey, 1994; Hancock & Roberts, 1994; Nicholson & Anderson, 1993; Viechnicki, 
Barbour, Shaklee, Rohrer, & Ambrose, 1993; Zollman & Mason, 1992). Planning work 
programs guided by outcomes makes the process of curriculum development more 
focused and purposeful. In addition, sharing a common curriculum language has 
facilitated the exchange of ideas and resources among teachers from different states and 
systems who have been brought together through the use of a common set of 
documented standards (Brady & Kennedy, 1998). 
However, there is evidence to suggest that the workload caused by additional 
assessment and recording requirements has meant that teachers are not always willing to 
incorporate the new practices into classroom routines (Bachor & Anderson, 1994; 
Guskey, 1994; Hancock & Roberts, 1994). There has been a high level of demand for 
appropriate inservice as teachers felt they lacked the expertise to implement the 
assessment related changes (Bachor & Anderson, 1994; Guskey, 1994; Hancock & 
Roberts, 1994; Viechnicki, et al., 1993). Other adverse effects of outcomes-driven 
reforms include a sense of diminished autonomy and fulfilment, difficulty in reconciling 
aspects of change with personal beliefs, resentment and reduced teacher morale reported 
by teachers implementing the national curriculum in the UK (Broadfoot et al, 1998; 
Osborn et al, 1991). 
Curriculum reform has the capacity to change teachers' work and there is 
generally wide agreement that the current introduction of standards or profiles has, 
either directly or indirectly, already resulted in quite significant changes (Brady, 1996a; 
Broadfoot, 1992; Forster, 1996; Griffin, 1998; Grundy & Bonser, 1997; Hancock, 
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Roberts, & Tonkin, 1995; Kennedy, 1995a; Lokan, 1997b; Marsh, 1995). What has 
been contested is the meaning and significance of the change, a not uncommon 
phenomenon (Hargreaves, 1994a, p. 117). However, the meaning and significance of 
change occurring as a result of educational reform are precisely the outcomes that need 
to be investigated and clarified. It is possible that the impact of reform can extend 
beyond teachers' day-to-day practices to touch the very nature of teachers' work. 
Changes of this nature can be described as either the professionalism or intensification 
of teachers' work depending on whether the change has positive or negative 
connotations (Hargreaves, 1994a). According to Sockett (1989, p. 98), 
Professionalism describes quality of practice: it describes the manner of conduct 
within an occupation. It refers to how members integrate their obligations with 
their practical and theoretical knowledge and skill in a context of collegiality and 
their contractual and ethical relations with their various clients; 
professionalisation is the process by which an occupation gains the recognised 
public status of a profession through changes over time in both status and 
practice. 
On the other hand, intensification is depicted by Hargreaves ( 1994a) as, 
... deterioration and deprofessionalisation of teachers' work, which is portrayed as 
becoming more routinised and deskilled: more like the degraded work of manual 
workers and less like that of autonomous professionals trusted to exercise the 
power and expertise of discretionary judgments in the classrooms they 
understand best. 
Large-scale reform, such as the implementation of outcomes, may have quite 
different effects on different dimensions of teachers' work and result in problematic 
determination of the interpretation of overall impact. 
A number of frameworks has been developed in attempts to describe the elements 
.of teacher work (Densmore, 1987; Hoyle, 1980; Lam, 1983; Shulman, 1987; Socket!, 
1989; Sykes, 1990). These frameworks imply versions of professionalism ranging from 
the traditional view which is rapidly disappearing from even more widely accepted 
professions such as medicine and law, to the view of professionalism as "a moral art" or 
"inspiration" as defined by Sockett (1989). Frameworks which emphasise autonomy, 
professional knowledge, high social status and financial remuneration (Densmore, 
1987) fail to account for the persistence with which teachers view themselves as 
professionals despite the erosion of working conditions or "intensification" 
accompanying current changes. It is therefore timely to consider frameworks such as 
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Sockett's when attempting to understand the contradictions which may emerge from a 
study of the impact of the implementation of national profiles or standards. 
It may be that teachers who perceive teaching in a particular way, such as the 
transfer of knowledge, may interpret current reforms in quite a different way from 
teachers who see their role as facilitating or supporting learning (Samuelowicz & Bain, 
1992). There may be as many perceptions of reform as there are teachers themselves. 
In other words, it is unlikely that teachers share common perspectives of 
common changes. Their reactions may be tempered or filtered through the conceptions 
of teaching that have been developed and shaped as a result of their background and 
experiences (Pullan & Stiegelbauer, 1991; Osborn, et al., 1991; Rowan, 1990). 
Densmore (1987) makes a distinction between teachers' objective working conditions 
and their subjective experiences of these conditions, a distinction which may cause 
different teachers to interpret identical changes as either enhancing or detracting from 
their professionalism. Hargreaves' ( 1994a) investigation of teacher preparation time and 
its relationship to the intensification of teachers work illustrates the complex nature of 
teaching and the inadequacy of an over-reliance on labour process theories and 
perspectives in explaining the consequences of altering any of the elements that 
comprise teachers' work. He recommends measuring change with reference to a 
framework that is capable of adequately describing what change has occurred and the 
way these changes are interpreted by teachers experiencing them. Cuban (in Pullan & 
Stiegelbauer, 1991, p. 142) describes conceptions of teaching in terms of the teacher as 
"technical actor versus. moral actor" while Rowan (1990) approaches conceptions of 
teaching from the perspective of control - control over outcomes and processes. Fox 
(1983) applies the metaphors of transfer, shaping, travelling and growing to conceptions 
of teaching and Pratt (1992) also employs metaphors when likening teaching to 
engineering, apprenticeship, developmental, nurturing and social reform. Data gathering 
and analysis undertaken during the course of this study therefore needed to be sensitive 
to conceptions of teaching indicated in individual responses to the implementation of 
outcomes. 
The Need to Investigate the Impact of the Reform 
The national reform agenda seeks to have a significant impact on teachers' work 
practices (Clark, 1994) and there has been early evidence that this is indeed the case. 
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However, since the impact had both intended and unintended consequences, many of 
them being strongly negative (Albany Consulting Group, 1994; Brady & Kennedy, 
1998; Forster, 1995; Hancock, et al., 1995; Lokan, 1997c), there is a need to monitor the 
implementation of profiles closely in order for schools and systems to be able to balance 
the challenge of curriculum reform with the professional support required to ensure that 
the changes that do occur are those which were intended. The impact of profiles and 
SPS can and has been described in terms of indicators such as changes to teacher 
workload, attitudes, perceived autonomy, degree of collaboration and so on but to use 
these indicators in isolation may not present an accurate or comprehensive picture of the 
extent of the changes. To depict their holistic impact, these factors need to be linked 
together within a comprehensive framework capable of embracing both the labour and 
the profession of teaching (Hargreaves, 1994a). Consequently, the design of this 
investigation into the impact of the introduction of SPS in English in BCE primary 
schools has considered how best to incorporate data relating to the many dimensions of 
teacher practice and professionalism. 
The Scope of the Study 
The broad scope of the investigation is indicated by the following questions 
which were framed to guide the research process: 
1. What outcomes-driven curriculum reforms are currently being implemented in 
Australia? 
2. a) What has been the impact of outcomes-driven curriculum reforms where 
they have already been implemented in Australia and other parts of the world? 
b) On what aspects of their practice or professionalism do teachers perceive 
the effects of the impact? 
3. How do teachers understand and interpret curriculum policy initiatives related to 
outcomes-driven reform? 
4. What school-based initiatives were developed in implementing the reform? 
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5. What is the impact of the introduction of reporting with Student Performance 
Standards in English on teacher perspectives of professional practice in schools 
administered by Brisbane Catholic Education? 
The investigation was undertaken by means of a review of appropriate literature 
contained in Chapter 2 and a research project conducted in three purposively selected 
schools as described in Chapter 3. In Chapter 4, data are analysed and presented and 
Chapter 5 continues the analysis with the identification of the broad themes that 
emerged. Chapter 6 concludes the study with a discussion of the implications of its 
findings for the educational community and a reflection by the author on how the 
project enhanced her educational leadership. 
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CHAPTER 2. LITERATURE REVIEW 
The development and implementation of profiles and Student Performance 
Standards has the potential to have a significant impact on the work of teachers in 
Australian schools. The impact of outcomes-driven curriculum reform in other countries 
has reportedly changed teachers' work practices in a variety of ways determined by the 
nature of the reform, the manner of implementation and the perspectives of the teachers 
involved. In Australia, there is already research indicating that local implementation has 
also varied widely in its effect because of state, system, school and teacher differences 
(Lokan, 1997c). The variables which determine the impact of any reform on any 
particular teacher or classroom are many and the relationships among these variables are 
complex thus making the effect on teachers and schools within a particular system, such 
as Brisbane Catholic Education, difficult to predict. While existing research has been 
useful in describing many of the changes, needs, applications, benefits and problems 
associated with the implementation of outcomes, there is a need to bring these factors 
together within a coherent framework which attempts to identify relationships and 
explanations with respect to the impact on teacher professionalism. 
One purpose of this review of the literature related to outcomes-based 
curriculum reform is to address the first two of the questions formulated to guide the 
study. These are: 
1. What outcomes-driven curriculum reforms are currently being implemented in 
Australia? 
2. a) What has been the impact of outcomes-driven curriculum reforms where 
they have already been implemented in Australia and other parts of the world? 
b) On what aspects of their practice or professionalism do teachers perceive 
the effects of the impact? 
The review also incorporates significant theoretical understandings which 
contributed to the analysis of data collected in relation to the three empirical research 
questions. 
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3. How do teachers understand and interpret curriculum policy initiatives related to 
outcomes-driven reform? 
4. What school-based initiatives were developed in implementing the reform? 
5. What is the impact of the introduction of reporting with Student Performance 
Standards in English on teacher perspectives of professional practice in schools 
administered by Brisbane Catholic Education? 
The way in which relevant theoretical concepts were incorporated into the 
process for analysing empirical data by means of a grounded theory approach is 
described in Chapter 3. 
The chapter first provides clarification of key terms, some background on the 
origin and nature of national profiles and the decisions to use them as part of the 
assessment and reporting processes in Education Queensland (EQ) and in Brisbane 
Catholic Education (BCE). The implementation process in BCE schools is also 
described in particular detail in order to provide a context for the research that was 
undertaken. The elements of the discussion of the outcomes-based reform are then 
summarised in terms of the literature related to educational innovation and change. 
The chapter is organised in sections which address: 
• key terminology used in the study; 
• development of Curriculum Profiles for Australian Schools and Student 
Performance Standards; 
• implementation of outcomes-based curriculum reform in Australia from 
national, Queensland and BCE system perspectives; 
• consequences of outcomes-driven curriculum reform; 
• the professionalisation and intensification of teacher work; and 
• educational innovation and change. 
Clarification of Terminology 
One of the issues associated with current curriculum reforms is the different 
meanings attributed to commonly used terms and the consequent lack of agreed 
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understanding across schools, systems, states and territories (Cumming, 1998; Willis 
and Kissane, 1997). For the purposes of this study, common terms such as profile, 
outcomes and outcomes-based curriculum reform are used in particular ways. 
A profile is a description of the progression in learning outcomes typically 
achieved by students during the years of schooling (McGaw in Brady and Kennedy, 
1998, p. 55). In Australia, national profiles identify what students might be expected to 
know and be able to do in any KLA in terms of outcome statements (Kennedy, 1995a). 
The stated purpose of the profiles is to assist teachers in monitoring and reporting 
student development and to provide a common language for describing student 
achievement (Cumming, 1998) to parents and the wider community (Willis and 
Kissane, 1997). The profile document in use in Brisbane Catholic Education schools 
during this study was a Queensland adaption of the national profile, "English, a 
curriculum profile for Australian schools" (Australian Education Council, 1994 ). 
During the time of this study, the draft profile issued to schools was known as "Student 
Performance Standards" (SPS) (Department of Education, 1996). It later underwent a 
name change and became known as Queensland Levels of Student Performance (QLSP) 
though the content remained unchanged. 
Outcomes are explicit expressions of the actual learning students should exhibit 
as a result of planned learning experiences in school. They may be articulated at the 
national, state, system or school level at varying levels of generality. Willis and Kissane 
(1997) describe three levels of generality, overarching student outcomes which are 
broad general exit outcomes applying to the whole curriculum; curriculum area 
outcomes which are also broadly defined but which apply to particular parts of the 
school curriculum; and progressive outcomes which are more detailed and make explicit 
the benchmarks or standards by which student progress towards the achievement of the 
curriculum area outcomes may be mapped. 
Outcomes-based curriculum reform is a broad term developed to describe the 
current range of curriculum reforms based on a shift of focus from inputs to outcomes 
as the force driving curriculum development, teaching, assessment and reporting. 
The implementation of profiles is often associated with Outcome-Based 
Education (OBE) (Griffin and Smith, 1997), the educational movement described by 
Spady (1993), one of its strongest advocates, as "the focussing and organising of a 
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school's entire programs and instructional efforts around the clearly defined outcomes 
we want all students to demonstrate when they leave school". Spady (1993) has 
identified three types of outcomes. These are traditional outcomes which are described 
within an existing curriculum framework; transitional outcomes which are those 
required by students when they complete schooling and transformational outcomes, the 
performances to be undertaken once the student enters the real world 
While it is acknowledged that the clarity of focus on outcomes that underpins the 
formulation of nationally developed profiles and their adoption or modification by 
state/territory authorities is consistent with the OBE movement (Brady and Kennedy, 
1998; Willis and Kissane, 1997b; Griffin and Smith, 1997), a distinction is made 
between profile implementation in Brisbane Catholic Education schools and OBE for 
the purposes of this study. This distinction is based on a number of meanings and 
conditions Spady (1993) attributes to outcomes based education. First, Spady (1993) 
considers only transformational outcomes as truly reflective of an OBE approach while 
the form of profile developed in Australia approximates Spady and Marshall's 
traditional approach to outcome-based education as the learning outcomes they contain 
are described within the framework of the eight Key Learning Areas (Griffin and Smith, 
1997). Second, in OBE, outcomes are the basis of curriculum planning as well as 
assessment and reporting while profile implementation in BCE schools applied only to 
reporting. Schools were directed to continue to base curriculum planning and 
assessment on the current English syllabus documents. Therefore OBE is considered a 
particular instance of outcomes-based curriculum reform, the broader term which is 
used throughout this study. 
Profiles for Australian Schools and Student Performance Standards 
The development, adoption and implementation of profiles has been documented 
extensively in contemporary educational publications with attention to both national and 
state initiatives (Lokan, 1997a; Lokan, 1997c; Marsh, 1994a; Meadmore, 1995; Rout, 
1995; Stehn & Smith, 1995; Watt, 1998; Wyatt-Smith & Ludwig, 1996). Through this 
"burgeoning" literature a national curriculum development story has unfolded, a far 
from seamless story "with different versions of the same events reflecting the ideologies 
and interests of the many story tellers" (Reid, 1995, p. 79). 
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Development 
The 1994 publication by the Australian Education Council (AEC) of a set of 
documents collectively referred to as "Statements and Profiles for Australian Schools" 
involved collaboration, development, trailing and validation on a national scale. 
National collaboration was given an initial impetus in 1986 by Ryan, the then federal 
minister for education, through her support of the Australian Education Council 
resolution to promote curriculum development as a collaborative activity among the 
states and territories. This impetus gained momentum under her successor, Dawkins 
(Kennedy, 1995a). His white paper "Strengthening Australia's Schools" (Dawkins, 
1988) presented a case for curriculum collaboration on a national scale on the basis of 
efficiency and continuity of education for Australian students - a case strengthened by 
the relatively strong financial position of the Commonwealth (Lingard, et al., 1995, p. 
61). In pursuit of this goal the Directors-General of Education of the states and 
territories commissioned a succession of curriculum-mapping exercises through the 
Australian Education Council (McGaw, 1995). The curriculum-mapping led first to the 
development of national curriculum and assessment frameworks in mathematics and 
English and then to similar documents in each of the other six of what have come to be 
known as the eight Key Learning Areas (KLAs). These are Science, Languages other 
than English (LOTE), Studies of Society and Environment (SOSE), The Arts, Health 
and Physical Education (Hand PE) and Technology. 
The curriculum document or statement for each KLA is a framework for what 
will be taught as it defines a learning area in terms of strands that specify the major 
elements of learning in each area. In addition, learning was further organised in four 
bands, roughly corresponding to the stages of schooling, lower primary, upper primary, 
junior secondary and post-compulsory (Cummings, 1998). As such, statements can be 
seen as the knowledge, skills and values that should be made available to all Australian 
students during their years of compulsory schooling (Kennedy, 1995a). In the form in 
which they were presented, these documents constitute more of a curriculum resource 
than a curriculum as they are intended for the use of system or school curriculum 
developers rather than the daily needs of classroom teachers. 
The assessment document or profile is outcomes-focused and identifies what 
students might be expected to know and be able to do in any KLA in terms of outcome 
statements (Kennedy, 1995a). National profiles contain eight levels of achievement 
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encompassed by the ten years of compulsory schooling (though Levels 7 and 8 will be 
achieved by only exceptional students) (McGaw, 1995). There are also level statements 
which summarise the outcomes for each of the eight levels. The stated purpose of the 
profiles is to assist teachers in monitoring and reporting student development. However, 
as directed by system authorities in some states, teachers are also using profiles for 
planning (Marsh, 1995). 
The development of the profiles has been controversial in the Australian context. 
AEC voting has often been along party political lines and many academics and school 
personnel alike have been critical of the reconceptualisation of education as part of the 
broader micro-economic reform agenda (Lingard, et al., 1995). Opponents of statements 
and profiles have articulated their criticisms of processes and products through 
revealingly entitled publications such as "The National Curriculum Debacle" (Ellerton 
& Clements, 1994), "Producing a National Curriculum - Plans and Paranoia" (Marsh, 
1994a), "The Unacceptable Terms of the National Curriculum in the Arts" (Brown, 
1994) and "Curriculum and Pseudo-science: Is the National Curriculum project built on 
credible foundations?" (Collins, 1994). Though statements and profiles have both been 
the focus of criticism, it is the latter which has drawn the most opprobrium. Profiles 
have been described as: 
hastily developed documents with insufficient consultation (Collins, 1994; Ellerton 
& Clements, 1994); 
• based on a set of KLAs for which no justification has yet been offered (Kennedy, 
1995a; Marsh, 1994a); 
a threat to curriculum coherence (Emmett & Kennedy, 1997; Willis & Kissane, 
1997a); 
• based on premises open to challenge on the grounds of developmental psychology 
and cultural context (Collins, 1994); and 
an inappropriate conglomerate of subjects which reduces the distinctive 
characteristics of its components and driven by an inherently political agenda in 
response to economic demands for control and predictability in the skills of the 
labour force (Brown, 1994). 
Despite the set -back to national collaboration implied in 1993 by the failure of 
the education ministers to give unanimous support to the establishment of a national 
framework for the school curriculum, the annual Curriculum Corporation reports to 
Ministerial Council for Education, Employment, Training and Youth Affairs 
15 
(MCEETYA) in between 1994 and 1997 state that adaptions or adoptions of statements 
and profiles are the basis of curriculum development in almost all states and territories 
(Brady & Kennedy, 1998). 
Intended Outcomes of Profile Implementation 
National projects associated with the implementation of "Statements and Profiles 
for Australian Schools" were designed to promote the improvement of student 
achievement through a dual focus on reforming not only teaching and learning but also 
the culture of the teaching profession itself. 
Profiles/SPS are intended to improve teaching and learning through the 
provision of a reporting framework the benefits of which Clark ( 1994) summarised as: 
• making explicit what we expect education to achieve in Australia; 
• providing a basis for ongoing debate, review and development; 
• enabling schools and systems to respond to the growing pressure for educational 
accountability in a manner which values the professional judgment of teachers; 
• providing a common and agreed language for talking about teaching and 
learning and student attainment in Australia; 
• providing a map against which teachers/schools can make informed decisions 
about breadth, balance and appropriateness of context and continuity; 
• promoting the concepts of individual student growth and personal best; and 
• encouraging a wide range of assessment practices. 
However national guidelines for statement and profile implementation indicate a 
further group of broad project outcomes aimed at changing the culture of teaching. The 
objective of the National Professional Development Program (NPDP) (Department of 
Education Employment and Training, 1995) was to improve educational objectives for 
young people by professional development activities for teachers including those: 
• assisting the renewal of teachers' discipline knowledge and teaching skills and 
helping teachers to improve work organisation practices and teaching 
competencies within schools; 
• enhancing the professional culture of teachers and encouraging teacher 
organisations to take a higher profile in promoting the professional development 
of teachers; and 
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• promoting partnerships between education authorities, teacher organisations and 
universities in the provision of professional development opportunities for 
teachers. This last focus is considered by some as a means of allowing the 
Federal Labor Government, by directly sponsoring the establishment and funding 
of specified professional development consortia, to bypass the state Ministries 
and Departments in the pursuit of its reform agenda. This direct action resulted 
from the minimal compliance with the national reform agenda offered by some 
state coalition governments and the Queensland Labor Government (Lingard, et 
al., 1995, p.62). 
Seen in this context, profiles are more than the reporting framework often 
presented to teachers. Rather, they are part of an ambitious plan to reform the isolated 
nature of teaching as it is experienced by most practitioners at present. Indeed, it has 
been argued that improvements to student learning outcomes will not be attained other 
than by means of a reconstruction of the school curriculum based on "shared 
understandings and the development of a school culture of learning when teachers come 
to regard themselves as part of one professional community" (Grundy, 1994, p. 13). 
Implementation of Outcomes-based Curriculum Reform in Australia 
The National Perspective 
Though statements and profiles were initially referred to as a national 
curriculum, since education is a state or territory responsibility in Australia, the 
achievement of a national curriculum is dependent on national collaboration rather than 
legislation. It is interesting to note the change of terminology from "National 
Curriculum" to "Statements and Profiles for Australian Schools" which occurred during 
the development process (Grundy, 1994) which reflected this situation. However, all 
states and territories have been using statements and profiles in various ways since the 
July 1993 meeting of the Australian Education Council (AEC) (Lokan, 1997c; Marsh, 
1995) despite media reports of a widespread rejection of the National Curriculum 
(Jones, 1993). Statements have become a reference for developing curriculum 
documentation in almost all states and there has been a national movement towards an 
outcomes-based approach to assessment (Lokan, 1997c). 
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Substantial support has been made available for the implementation of 
profiles/SPS. Systems in all states have funded the provision of a range of human and 
material support. On the national level the National Professional Development Program 
(NPDP) (Department of Employment, 1995) with a budget of $60 million over the 
1994-96 period had a specific focus on implementation of "Statements and Profiles for 
Australian Schools". NPDP funding supported projects of national significance or 
professional development designed to facilitate the use of the statements and profiles 
(Beazley, 1993). 
National responsibility for monitoring the use of "Statements and Profiles for 
Australian Schools" was delegated to the Ministerial Council for Education, 
Employment, Training and Youth Affairs (MCEETY A) and an annual reporting process 
or "show and tell exercise" (Lingard, et al., 1995, p. 51) was put in place. The second 
annual survey of education system and sector take-up of statements and profiles 
undertaken and reported by the Curriculum Corporation to the MCEETY A confirmed 
that "great change is occurring across Australia in the way we see schooling and the 
language we use to describe its achievements and ... the ways in which school systems, 
schools and teachers understand their work" (McLean & Wilson, 1995. p. 56). 
Subsequent MCEETY A reports in 1996 and 1997 indicated continued use of the 
statements and profiles (Brady & Kennedy, 1998). 
In some instances, the profile documents have been adopted unchanged as has 
happened in South Australia and Tasmania. States such as Victoria, New South Wales, 
Western Australia and Queensland have developed local adaptions (Gaffney, 1995) with 
differing levels of fidelity to the original AEC statements and profiles. Education 
Queensland, for example, produced its own versions of the English profile called 
"Student Performance Standards" (SPS) (Department of Education, 1994c; 1995; 1996), 
terminology which reflects state policies and documents predating the national profiles 
(Department of Education, 1990, 1992). Several Queensland specific versions of SPS 
(English) have been developed using the same structure as "English - a profile for 
Australian schools" (Australian Education Council, 1994) but differing quite 
significantly in the wording of the outcome statements. By contrast, in the case of 
mathematics, the Queensland version of outcomes and the national one are identical. 
It has proved difficult to capture the overall picture of progress towards the 
national agenda at any particular point in time as the state of play has constantly 
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changed. Aspects of a review of the progress of statements and profiles in each of the 
states and territories (Marsh, 1995) compiled in 1995 were out of date by the time of 
publication because of factors such as decisions to rewrite documents and consequent 
changes in implementation timelines. These actions often resulted from the several 
statewide trials and reviews which have been conducted (Eltis, 1995; Lokan & Frigo, 
1995; Queensland School Curriculum Council, 1996; Wiltshire, 1994) at various stages 
of implementation. However, despite the difficulties in following a rapidly changing 
reform, some consistent trends have emerged in the changes that have occurred. Though 
all states still reported that statements were used for planning and curriculum 
development, there appears to have been a shift in emphasis from statements as a 
guiding force to a more subordinate role in supporting existing or developing local 
syllabus materials. 
In using profiles for assessment and reporting, all states showed fairly consistent 
reference to the profiles with the exception of NSW which abandoned the practice of 
incorporating unchanged profile outcomes into new syllabus documents following 
recommendations contained in the review conducted in 1995 (Eltis, 1995). The 1998 
NSW K-6 English Syllabus retained newly developed outcomes as a syllabus 
component (NSW Board of Studies, 1998). States such as Victoria and Western 
Australia have produced their own modified versions of profiles called "Curriculum and 
Standards Frameworks" (Board of Studies, 1995) and "Student Outcomes Statements" 
(Curriculum Council of Western Australia, 1998) respectively. Queensland has also 
produced its own documents ranging from a significant alignment with existing syllabus 
documents (English) to the renaming of the mathematics profile as "Student 
Performance Standards in Mathematics for Queensland Schools" (Department of 
Education, 1994d) though take-up has been uneven as will soon be described. 
While all states have intentions of using outcomes as a reporting mechanism, as 
yet, these plans have rarely become operational. Schools in the South Australian and 
Victorian State systems and many within Brisbane Catholic Education are among those 
which have proceeded with reporting to parents according to outcome levels. In 
Queensland, plans were placed on hold in Education Queensland schools from the 
commencement of a Ministerial Review in 1996 (Queensland School Curriculum 
Council, 1996). Syllabus documents developed by the QSCC contain outcomes but 
Education Queensland is yet to provide direction on how outcomes are to be used for 
reporting purposes. Other states have either not incorporated the profiles into formal 
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reporting procedures at all or have incorporated profiles into more general reporting 
guidelines to schools 
As could be expected, as these large-scale reforms have proceeded, the various 
system have reflected the learnings from their ongoing experience through 
modifications to the pace, scope and sequence of their implementation plans. 
MCEETY A, the body which was charged with monitoring the implementation of 
statements and profiles, itself underwent significant change as a result of changes of 
government at state and federal levels. 
Implementation has continued problematically in most states and territories. In 
the ACT, industrial bans on the use of profiles imposed in 1995 effectively halted 
profile implementation in government schools until an Enterprise Bargaining 
Agreement was reached late in 1996 (Willis, 1997). Union imposed work-bans also 
adversely affected implementation in South Australia in 1993 (Stehn, 1997) and the 
Northern Territory during 1996 (Jacob, 1997). In May, 1995 the NSW Minister for 
Education "froze" all new curriculum development based on statements and profiles, 
cancelled related teacher inservice and ordered a review into profile-based assessment 
and reporting (Eltis & Mobray, 1997; Scott, 1995). Dissatisfaction with national 
statements and profiles led the, then, Victorian Minister for Education to initiate the 
abandonment of nationally consistent implementation in 1993 (Howes, 1997). Only in 
Western Australia where implementation built in an initial review and development 
period (Randall, 1997) and in Tasmania where statements and profiles were not 
imposed on schools (Pullen, 1997) have plans proceeded more smoothly. 
Implementation of Outcomes-based Curriculum Reform in Queensland 
Implementation in Education Queensland schools. 
It is useful to explore in some further detail the change processes in EQ because 
of their direct influence on the context in which decision-making was undertaken in 
BCE, which is the focus of this study. In 1993 Education Queensland commissioned a 
review of curriculum in Queensland. The report that resulted from this review was 
"Shaping the Future: Review of the Queensland School Curriculum" (Wiltshire, 1994), 
often referred to as "The Wiltshire Review". The decision of Education Queensland to 
incorporate profiles into local assessment and reporting practices was the result of State 
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Cabinet acceptance of recommendations contained in this review. The main elements of 
the original implementation plan were that schools would phase in reporting to parents 
using SPS (Mathematics) over the 1995-96 period and begin reporting using SPS 
(English) in 1997. SPS implementation was to apply only as far as Year 8 with 
proposed extensions into Years 9 and 10 as students progressed through the school. 
However, in 1996 a change of government led to a Ministerial Review of SPS 
with the result that implementation was placed on hold. As the report of the Ministerial 
Review (Queensland School Curriculum Council, 1996) was not well received by 
education authorities or the Queensland Teachers' Union (Grace & Ludwig, 1997) an 
outcomes approach based on national profiles faltered in EQ schools. In 1999, the 
Queensland School Curriculum Council published the first two of the new syllabuses 
based on outcomes. As use of these syllabuses is mandated in EQ schools, an outcomes 
approach to curriculum has been once again placed on the Queensland agenda as part of 
plans for the implementation of the Years 1 - 10 Science and Health and Physical 
Education syllabuses. 
Informal contact between teachers employed in the two systems meant that 
many aspects of implementation in Queensland state schools in the mid-nineties had an 
impact on BCE teachers' attitudes towards SPS. Anecdotal evidence suggests that this 
influence was largely negative and BCE teachers often approached SPS inservice with 
disquiet and scepticism. 
Implementation support for teachers. 
The implementation of SPS was one of several initiatives which was heavily 
resourced and publicised by the Queensland state government from the beginning of 
1995. The level of state resourcing was high at $30 million over three years and was 
augmented by funds available through the National Professional Development Program 
(NPDP). Implementation funding was deployed in offering support in the form of 
professional development programs, personnel and print and audio-visual materials. 
Professional development programs were offered to teachers on a federal and system 
level. State School Support Centres (now defunct) were the main providers of system 
programs while the leadership for NPDP professional development activities was 
provided by professional associations or tertiary institutions. While most program 
delivery was face-to-face, as a result of an increasing awareness of the needs of the 
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geographically isolated, other modes of delivery such as CD-ROM, interactive satellite 
television link-ups and teleconferences were also provided. The initial focus was on 
mathematics and English because they were the first areas targeted for SPS reporting in 
Queensland state schools. However, under the NPDP Strategic Element there were also 
projects in other Key Learning Areas such as Technology and Health and Physical 
Education. 
A great variety of materials was produced to support the development of teacher 
expertise in understanding and managing SPS implementation. The modes and media in 
which resources were made available were designed to cater for teacher learning 
preferences, learning needs and geographical location. Examples of these resources 
included: 
• printed materials- guidelines for assessment, master checklists and sample units; 
• videos, usually accompanied by discussion guides and/or workshops; 
• computer data bases for the purposes of trailing information management 
systems - CSF Profiles, DUX, KIDMAP and the Learner Profile; and 
• interactive CD-ROMs designed to allow groups or individuals to control the 
scope, sequence and pace of their learning. 
Print support also took the form of repackaging or rewriting national documents 
to align them more closely with state policies or syllabuses. In the case of mathematics 
this meant no more than renaming the profile which became "Student Performance 
Standards in Mathematics for Students in Queensland Schools" (Department of 
Education, 1994d). This was followed by further support material making explicit the 
relationships between SPS (Mathematics) and the Queensland Mathematics Syllabus 
(Anderson, 1995). 
"English - a curriculum profile for Australian schools" (Australian Education 
Council, 1994) underwent· more thorough treatment. Though the strands and sub-
strands, or strand-organisers, from the national document were retained, terminology 
used in the outcome statements drew more heavily from the local syllabus and the 
pointers were reduced in number and specificity to refocus teachers on the outcome 
statements. This document was under continual revision in the 1995 and 1996 period, 
revisions which drew far more heavily on the technical terms in the Queensland 
syllabus materials for the rewording of the outcome statements as illustrated further on 
in this chapter. It had been hoped to have the latest version of "SPS in English" 
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available for trialing from Term 2, 1996 and the final version ready for the beginning of 
the 1997 school year. However, because of the hold on implementation in Education 
Queensland, all development ceased in August 1996. This continual "tinkering" with a 
resource fundamental to implementation of SPS in BCE schools had implications for 
BCE which were explored through the research process of this study. 
Implementation of Student Performance Standards (English) in Brisbane 
Catholic Education schools. 
In response to the implementation of a range of reforms in departmental schools 
in Queensland resulting from "Shaping the Future" (Wiltshire, 1994), a consultation 
exercise was undertaken within Brisbane Catholic Education late in 1994. The result 
was the publication of "Choosing our Future" (Brisbane Catholic Education, 1995) a set 
of recommendations for curriculum reform which also supported the inclusion of 
Profiles and Student Performance Standards in school reporting procedures for students 
in Years 4 to 10. (Student achievement in Years 1 to 3 was reported using a different 
instrument.) Though recommendations in "Choosing our Future" (Brisbane Catholic 
Education, 1995) have much in common with those in "Shaping the Future" (Wiltshire, 
1994 ), the Brisbane Catholic Education approach to SPS implementation had, at that 
time, significant differences from implementation as originally intended by Education 
Queensland as shown in Table 1. 
Some differences between the systems related to sequence and pace of 
implementation. BCE chose to introduce SPS in English first rather than mathematics. 
Other differences related to the scope of the projects as BCE plans also incorporated the 
implementation of a set of documents developed for planning and reporting student 
achievement in Religious Education. BCE's implementation timeline for English and 
mathematics spanned 1995-97. The extension by one year of Education's Queensland's 
timeline for these same two KLAs temporarily aligned plans in the two systems. 
BCE chose to begin SPS implementation with English rather than mathematics because 
it was considered easier for teachers to work with a curriculum area that had been 
heavily resourced in recent years. However well justified this decision was from a 
system perspective, the BCE reversal of the subject sequence chosen by the EQ proved 
problematic in at least two ways - both concerned with resources. 
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Table 1 
Intended Timelines for SPS Implementation in Brisbane Catholic Education and 
Education Queensland Schools 
SPS Implementation Brisbane Catholic Education Queensland 
Education 
Familiarisation- 1996-7 1994-5 
Mathematics 
Familiarisation - English 1995-6 1996-7 
School Program Writing- 1996-7 1995-1996 
Mathematics 
School Program Writing - 1995-6 1995-7 
English 
Moderation - Mathematics 1997 1995 
Moderation - Engjish 1996 1997 
Reporting - Mathematics 1997 Three strands - 1995 
All strands - 1996 
Reporting - English 1996 1997 
Reporting - Religious 1998 NA 
Education 
Other KLAs Plans to be developed Subject to completion of 
Student Reporting 
Framework and outcomes of 
Enterprise Bargaining 
Based on "Shaping the Future" (Wiltshire, 1994) and "Choosing our Future" (Brisbane 
Catholic Education, 1995). 
First, it was calculated by senior in-house administrators that for BCE to match 
the additional curriculum support provided to resource the recommendations in 
"Shaping the Future" would require the appointment of more than ninety extra advisers 
or consultants. However, throughout the early implementation period BCE was able to 
provide schools with the services of one Education Officer: English and six Education 
Officers: Curriculum with the occasional assistance of staff from related areas such as 
English as a Second Language (ESL). This relatively low level of resourcing meant that 
BCE schools needed to seek outside professional support on some occasions. The main 
providers of supplementary support were State School Support Centres (SSSC). 
However, at the time, the SSSCs were focusing on mathematics while BCE schools 
required support in English. BCE schools were consequently faced with the choice of 
accessing mathematics when support was available which meant having a simultaneous 
focus on English and mathematics, or deferring mathematics professional development 
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until after they had reported to parents using SPS in English and running the risk that, 
by that time, SSSCs would have switched their priorities to English or, as actually 
became the case, have ceased operation. 
A second issue concerned the draft document "Student Performance Standards 
in English for Queensland Schools" (Department of Education, 1994c) the fundamental 
resource which was to be used in reporting to parents on student achievement. An 
already extended state timeline for reporting in English also extended the timeline for 
redrafting this document. With no Education Queensland urgency to produce a new 
document until the beginning of the 1997 school year or later, BCE teachers were faced 
with the task of becoming familiar with a document which was undergoing constant 
change during implementation throughout 1996. In all, BCE teachers were exposed to 
four drafts of this document. 
However, within these restrictions, BCE provided schools with implementation 
support along the lines of that offered by other systems. Support took the form of the 
publication of guidelines outlining expectations and time lines for the period 1995-97; 
introductory familiarisation activities for teachers, administrators and parents; 
publication of workshops enabling schools to undertake collaborative planning for 
implementation; comprehensive professional development activities for teachers; 
dissemination of information regarding resources available from other agencies; 
collaborating with partners in NPDP activities; provision of opportunities for discipline 
renewal in English and mathematics; and trialing and investigation of the potential of 
information technology to support the collection, management and reporting of student 
achievement. A significant form of support which had been initiated as part of the 
English syllabus implementation strategy was the establishment of a network of English 
Key Teachers. This network was incorporated into the SPS implementation process and 
enabled schools to tailor implementation to their individual needs by developing the 
bottom-up strategies required to balance an essentially top-down curriculum reform. As 
studies, including this one show, at some schools, the effectiveness of a key or lead 
teacher was a critical factor in successful implementation (Lokan, 1997c). 
The BCE timeline appeared quite slowly paced (see Table 1). Schools who 
began trialing profiles in 1993 had the opportunity of a four year preparation period for 
reporting; those who participated in inservice conducted by the English Language 
Coordinator in 1994 had a three year lead in; and district-based professional 
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development offered in 1995 gave schools the opportunity for a two-year phased 
introduction. In practice, most schools delayed the start of implementation activities, 
partly because of the many other expectations placed on them and partly because the 
intensely political and industrial debate accompanying the introduction of profiles 
produced an air of uncertainty and impermanence (Kennedy, 1995b). The "ignore them 
and they'll go away strategy" had proved successful in the past and might do so again. 
The BCE intention to maintain momentum without placing unrealistic demands on 
teachers proved difficult to maintain in practice and thus open to a replication of many 
of the concerning or negative effects experienced in other systems. 
In response to growing school complaints including those concerning increased 
teacher workloads associated with the record-keeping that teachers perceived was 
required by the implementation of SPS, the then director of BCE held a series of teacher 
convocations in the first half of 1997 (Brisbane Catholic Education, 1997b). As a result 
of the concerns expressed through this forum a softer line on implementation became 
evident in the wording of system directives in 1998. It is unclear what impact this has 
had on implementation. Anecdotal evidence suggests that this action served to maintain 
the status quo as it existed at the end of 1997. 
Consequences of Outcomes-Driven Curriculum Reform 
As all Australian states have now experienced outcomes-driven curriculum 
reform since 1994, and even earlier in some states such as Victoria (Griffin & Nix, 
1991 ), a number of consequences of such reforms has been identified through research 
and reviews conducted in Australia. Similar research has been done in other parts of the 
world. Some effects have been beneficial and demonstrate that the intended outcomes of 
profile implementation are being achieved. Some are quite problematic and raise 
questions about the costs at which intended outcomes have been achieved. There are 
also further concerns or factors about which there has been disquiet (Collins, 1994; 
Eisner, 1993b; Ellerton & Clements, 1994; Grundy, 1994; Reid, 1992). Though these 
factors have not as yet produced difficulties for the curriculum, they are perceived as 
having the potential to do so. 
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Benefits of Outcomes-Driven Curriculum Reform 
There are indications that an outcomes approach to teaching and learning has 
been accepted by many teachers (Hancock & Roberts, 1994; Hancock, et al., 1995; 
McLean & Wilson, 1995; Richards, 1995). The beneficial results of implementing 
outcomes, as listed below, relate specifically to curriculum planning and teaching, 
assessment and reporting and the promotion of a collaborative teaching culture. 
Planning and teaching. 
• Teachers acknowledged the contributions of profiles or standards as aids to 
planning and teaching comprehensive curriculum programs (Bachor & 
Anderson, 1994; Hancock & Roberts, 1994; Hancock, et al., 1995; Richards, 
1995); 
• The implementation of mathematics standards has provided the impetus for 
teachers to develop their beliefs about the use of time, technology and classroom 
management, what constitutes mathematical knowledge and how it is taught and 
how it is learned (Brosnan, Edwards, & Erickson, 1996); and 
• Standards have helped teachers make intended program outcomes explicit 
(McLean & Wilson, 1995). 
Assessment and reporting. 
• The provision of opportunities for using innovative approaches to assessment 
(Kennedy, 1995a) was enjoyed by teachers who reported great satisfaction from 
opportunities to meet and exchange assessment ideas (Warhurst, 1994); 
• Teachers found recommended assessment strategies provided useful data on 
student achievement (Bachor & Anderson, 1994; Broadfoot, Pollard, Abbott, 
Croll, & Osborn, 1991; Guskey, 1994; Hancock & Roberts, 1994; Osborn, et al., 
1991; Richards, 1995; Viechnicki, et al., 1993); 
• Teachers appreciated that profiles acknowledged the value of their professional 
judgments (Griffin, 1994) and affirmed their role (Osborn, et al., 1991); and 
• Teachers increased their ability to more effectively diagnose learning needs and 
to respond effectively (Broadfoot, et al., 1991). 
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Promotion of a collaborative teaching culture. 
• Support, such as the development of a shared language, encouraged teachers to 
undertake collaborative planning, assessing and reporting (McLean & Wilson, 
1995); 
• Profiles provided a mechanism for teachers to bridge knowledge gaps about 
student progression across sectors, year levels and subject areas (Broadfoot, et 
al., 1991; Kennedy, 1995a; Warhurst, 1994); and 
• Teachers collaborated more closely with colleagues in planning (Osborn, et al., 
1991) and the interpretation of assessment information. 
Difficulties Associated with Outcomes-driven Curriculum Reform 
Teachers, researchers and administrators have also reported a number of 
negative perceptions about profiles resulting from their implementation experiences. 
Some problems arose from the documents themselves. Profiles were perceived 
by some as being long, complex documents of varying quality which lacked consistency 
between statements and profiles and across profiles in different learning areas (Eltis & 
Mobray, 1997; Jacob, 1997; McLean & Wilson, 1995). 
In other instances, assessment itself became a problem. Additional assessment, 
reporting and recording were often conducted at the expense of teaching time (Eltis & 
Mobray, 1997; Kennedy, 1995a). Teachers could sometimes only find the time to carry 
out assessment tasks on individual students by giving the remainder of the class "busy" 
work (Broadfoot, et al., 1991). These factors led to a feeling that the "assessment tail 
was wagging the teaching and learning dog" (Warhurst, 1994, p. 51). 
A related problem was a perceived increase in teacher workload. The time 
required to assess and report using profiles is significantly greater than that required by 
previous practices (Bachor & Anderson, 1994; Guskey, 1994; Hancock & Roberts, 
1994; Kennedy, 1995b; McLean & Wilson, 1995; Osborn, et al., 1991; Richards, 1995; 
Viechnicki, et al., 1993) causing many teachers to resent the introduction of changes 
which added to the time it took to complete their tasks (Albany Consulting Group, 
1994). This resentment has been augmented by teacher reports of more bureaucracy -
less autonomy and a loss of spontaneity and child-centredness (Osborn, et al., 1991). 
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The result in Australia and the United Kingdom is, in some instances, teacher attitudes 
to new assessment reforms characterised by anxiety, frustration, anger, stress and 
resistance (Broadfoot, et al., 1991; Forster, 1995; Osborn, et al., 1991). 
Document quality. 
As SPS implementation has continued, concerns have emerged with regard to 
several aspects of this reform. Debates, both formal and informal, have focused on the 
quality and quantity of the documents, the political, legal and industrial context of 
implementation, teachers work of curriculum development, assessment and reporting, 
the implementation process itself and ethical matters. 
Since the early stages of the development of SPS documents their quality has 
been questioned by academics and teachers. Collins ( 1994) publicly expressed doubts 
about the basis of the profiles, a "pseudo-science" drawing on outmoded theories of 
development/growth/progress and the technology of teaching. Although she 
acknowledges the potential of the profiles to be used as a rich source of ideas for the 
improvement of classroom practice when used gingerly by good teachers, she urges 
caution in matters of comparison and reporting. For Collins (1994), the profiles are 
"cultural artefacts" with limited application to the achievements of students whose 
enculturation has been a different experience from that of the majority of children in 
trial schools. Kennedy (1995a) also questions the validity of the profiles in authentic (as 
opposed to hypothetical) settings and recommends extensive classroom trialing in order 
to achieve this. He speculates that wholesale change may be required to amend the 
structure of the profiles in order that they serve genuine curriculum processes. 
Teachers who had already raised objections to profiles on the grounds of their 
complexity (McLean & Wilson, 1995) were unlikely to respond positively to the 
increasingly technical language appearing in various revisions of SPS in English 
(Department of Education, 1994c). The examples in Table 2 illustrate the changes in 
wording of one outcome statement and associated pointers as the national profile was 
adapted for Queensland use. 
As can be seen from these examples, newer versions of SPS in English were far 
more technical documents than earlier versions. Pointers were removed from later 
versions when the developers realised that teachers had become over reliant on them in 
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Table 2 
Changes in the Wording of English Outcomes when Modified for use in Queensland 
Schools 
Document Outcome Statement Pointers 
English - a profile for 3.6 Identifies simple symbolic Recognise the symbolic link 
Australian schools meanings and stereotypes in texts and between a product name or a 
(Australian Education discusses their purpose and meaning. trade logo and a product. 
Council, 1994) 
(Draft) A guide to using 3.6 Identifies simple symbols and Identify culturally and socially 
SPS in English stereotypes in texts and discusses their constructed representation, for 
(Department of purpose and meaning. example, red may represent 
Education, 1994a) anger or excitement, smiling 
may represent happiness or a 
flag may represent a nation. 
(Draft) SPS in English Students demonstrate their use and None included in document. 
March understanding of cultural and social 
(Department of contexts as they interact with and 
Education, March, 1995) shape written and visual texts 
associated with their world, school 
and culturally diverse local 
community, and: 
• engage with topics related to the 
family, their personal worlds, the 
culturally diverse local 
community, the learning 
associated with language, 
literature, drama and mass media, 
and the natural and technological 
world .... 
(Draft) SPS in English Students demonstrate their None included in document. 
(Department of understanding of cultural and social 
Education, August, contexts as they: 
1995) • recognise that the knowledge of 
cultural groups influences the way 
meaning is constructed in written 
and visual texts 
• recognise that writers and 
readers/viewers influence each 
other ... 
interpreting outcomes and assigning levels (Wyatt-Smith & Ludwig, 1996). In addition, 
the distinction between levels was often made through the initial verb only, eg at Level 
2 students "show (italics added) awareness that writers and reader/viewers influence 
each other", while at Level 3 they "recognise (italics added) that writers and 
reader/viewers influence each other". Without a glossary these distinctions are open to a 
wide range of interpretation. Teachers finding themselves unable to understand the 
meanings intended by the outcome statements are unlikely to implement SPS in more 
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than the most rudimentary way or to explain outcomes in a way that is meaningful to 
parents or students. 
Teacher workload. 
The quantity of the SPS documentation is a separate issue, particularly with 
primary teachers faced with the task of reporting on student achievement with reference 
to outcome statements in SPS from eight KLAs (McLean & Wilson, 1995). Teachers 
assigned to multi-age or composite groups feared their task would be even more 
extensive if they were dealing with students who span a broader range of achievement 
than is found in single year level classes. This concern was shared by secondary 
teachers who teach a wide range of subjects. 
Erosion of curriculum quality. 
Implementation of profiles may erode traditions of local autonomy over the 
curriculum (Kennedy, 1995b). There have been fears that teaching to specific outcomes 
will lead to a simplification or minimalist interpretation of the curriculum (Stehn, 1997). 
Brady ( 1996a) and Reid ( 1995) among others, also list criticisms of outcomes based on 
interpretations that they are narrow, mechanistic and fragmented. In order to achieve a 
practicable level of scale and complexity, profiles must, of necessity, describe more, a 
series of "snapshots", than an incremental series of steps covering all aspects of 
learning. Should teachers teach to the snapshots, they will be missing a lot of the in-
between steps vital for a developmental curriculum or one that promotes student work 
that displays ingenuity or complexity (Eisner, 1993b). 
Changes to assessment and reporting. 
Secondary teachers also have a concern about their ability to report on the 
relatively large numbers of students with whom they have contact with respect to the 
profiles (Warhurst, 1994) as well as the appropriateness of their present assessment 
practices in terms of process as well as product. Historically, in secondary schools, the 
assessment focus has been on the products of student learning such as essays or oral 
presentations. SPS require that this focus be extended in order that processes are also 
assessed and reported as part of achievement. Product and process have both been 
included in primary assessment for some time though this by no means excludes 
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assessment as a problematic issue from primary classrooms which have been operating 
in a more traditional style. A further assessment issue highlights the need for effective 
moderation to ensure that comparability of teacher interpretations of the profiles (Eltis 
& Mobray, 1997; Grace & Ludwig, 1997; Jacob, 1997). Teachers following a generous 
interpreter anticipate difficulties in explaining apparent regressions or lack of progress 
to parents. 
Reporting concerns have been based on needs, rights and levels of 
understanding. A number of stakeholders has a need for assessment information but 
teachers have been dubious about the feasibility of devising a common reporting format 
to address the information needs of students, colleagues, parents, employers, system 
authorities (Kennedy, 1995a). Different groups bring different levels of understanding 
to the reporting process. There will be a need to educate parents and others to 
understand and appreciate reports based on profiles especially as their children progress 
beyond the lower primary (Warhurst, 1994). The questions of rights of access to 
information, applications of Freedom of Information (FOI) legislation and the 
possibility of litigation resulting from reporting practices are all issues of concern to 
teachers (Warhurst, 1994). 
Political and industrial implications. 
The climate of uncertainty and doubt created by issues associated with the 
introduction of profiles was exacerbated by political and industrial issues in most states 
and territories (Forster, 1995; Lingard, et al., 1995; Rout, 1995). As reported in the 
media at the time, ministers for education tended to vote along party lines when 
deciding the future of statements and profiles on a state level at the AEC meetings of 
July and December, 1993. Though some reporting exaggerated the divisions (Jones, 
1993) politicians became increasingly active in affecting implementation. Profiles 
became an election issue in three Statesfferritories in 1995 -those of NSW, the ACT 
and Queensland. The Minister for Education and Training in the then newly elected 
NSW Labor government put implementation of profiles on hold pending an inquiry 
(McLean & Wilson, 1995). In Queensland, profiles became an election issue when the 
Liberal-National coalition announced they would follow in the steps of NSW if elected. 
Though the Labor government retained power initially, a by-election several months 
later did change the government and the result was a Ministerial Review during which 
time reporting using profiles was put on hold in Queensland state schools and has still 
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not resumed at the time of writing. The extent of this political involvement was a 
response to growing industrial unrest provoked by the added workloads on which some 
implementation practices were considered to be dependent. SPS implementation has 
featured strongly in Enterprise Bargaining deliberations. In Queensland the aftermath of 
one such agreement was a ballot conducted by the Queensland Teachers' Union in order 
to determine whether teachers considered it reasonable to proceed with implementation 
under the terms of the agreement. Though Student Performance Standards were 
supported by a five/three majority because of their relation to salary increases, they 
were not included in subsequent Enterprise Bargaining negotiations. 
Institutionalisation. 
The probability of institutionalisation, as opposed to implementation, is a further 
issue. Many innovations have been initiated and implemented over the years but few 
have become entrenched in schools and classrooms (Fullan & Stiegelbauer, 1991). 
Research in South Australia (Hancock, et al., 1995) has shown that teachers who had 
demonstrated considerable appreciation for the benefits of the profiles reverted to 
original assessment and reporting practices when the trial in which they were involved 
was completed. This behaviour has also been documented in Canada (Bachor & 
Anderson, 1994) and in the USA (Guskey, 1994). 
Resourcing teacher support. 
Federal, state and system funding was on a significant scale, especially in the 
early implementation period. Yet, it was difficult to detect any teacher awareness of the 
opportunities that have been available through the NPDP and even more difficult to 
detect an impact. As observed by Jacob and Cockshutt (1995, p. 62), "funds are often 
expected to be used faster than they can be absorbed by the program. It is important to 
realise that money is not a resource in itself but a 'ticket' with which to purchase real 
resources, and there may be delays in the conversion process". In the case of NPDP 
projects, individual grants were often considerable - $2,387,000 to a NSW consortium 
"to improve teaching and learning through profiles and outcomes" and $580,000 to a 
consortium incorporated with the Queensland Association of Mathematics Teachers. As 
successful applicants were consortia or partnerships rather than single institutions, the 
establishment of new bureaucratic structures was required unless any one of the partners 
was in a position to undertake the administration of a large or medium scale project. 
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This took time and appropriate project officers were not always willing to make 
themselves available for schemes whose on-going future was dependent on annual 
grants. 
Ethical issues. 
Justice and surveillance have been identified as ethical issues related to the 
development and use of profiles. Boomer (1992) cited social justice concerns that 
related to educational discrimination against certain social groups as one of the factors 
contributing to profile development. However, Reid (1992) has identified a number of 
concerns brought about by the existence of profiles. These include concerns about 
possible applications such as the publication of results or a "payment by results" system 
of resource allocation; the impact on teachers in terms of the intensification of their 
work and the imposition of a top-down model of curriculum reform; and the profiles' 
theoretical adequacy to address the social inequities raised by Boomer (1992), a concern 
also highlighted by McLean and Wilson (1995). 
Hargreaves (1986, p. 219) warns of the dangers inherent in building up complex 
student records in which more and more of a child's life is subject to assessment. When 
records are easily accessible by computer and issues of access and ownership are 
unresolved he likens the situation to surveillance and raises the possibility of a 
"nightmarish Orwellian vision of records of personal achievement, a vision in which all 
private alcoves, all means of escape from the all-encompassing gaze of permanent 
observation and assessment have been removed". Though the situation is by no means 
inevitable it is only through awareness of the consequences of their choices that teachers 
will be able to avoid crossing the thin dividing lines between care and control and 
independence and surveillance. 
The Professionalisation and Intensification of Teacher Work 
The scope and nature of the positive and negative trends that have already been 
associated with the implementation of outcomes-driven innovations and the concerns 
that have been raised regarding the possibility of future consequences indicate very 
strongly that curriculum reform has the capacity to change teachers' work. However, the 
impact of significant reform extends beyond teachers' day-to-day practices and can 
impinge on the very nature of teachers' work. This level of change is described as either 
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the intensification or professionalism of teachers' work depending on whether the 
change has negative or positive connotations (Pullan & Stiegelbauer, 1991; Hargreaves, 
1994a; Rowan, 1990). 
Intensification is depicted as "deterioration and deprofessionalisation of teachers' 
work, which is portrayed as becoming more routinised and deskilled: more like the 
degraded work of manual workers and less like that of autonomous professionals trusted 
to exercise the power and expertise of discretionary judgments in the classrooms they 
understand best" (Hargreaves, 1994a, p.118). Larson considers intensification of teacher 
work as representing "one of the most tangible ways in which work privileges of 
educated workers are eroded" (in Hargreaves, 1994a, p.118). 
On the other hand, professionalism, according to Sockett (1989) describes 
quality of practice. It describes the manner of conduct within an occupation. It refers to 
how members integrate their obligations with their practical and theoretical knowledge 
and skill in a context of collegiality and their contractual and ethical relations with their 
various clients; professionalisation is the process by which an occupation gains the 
recognised public stature of a profession through changes over time in both status and 
practice. 
The positive and negative perspectives of those implementing profiles and the 
concerns that have been raised by those who fear further negative consequences can be 
used to support arguments on either side of the professionalisation/intensification 
debate on school reform. Arguments made on behalf of the intensification thesis are 
based on claims that: 
• profiles add to teachers' workloads because of requirements to assess and keep 
records of student achievement in excess of previous practices; 
• additional requirements take additional time with consequent reductions in time 
for relaxation during the work day; 
• this overload is persistent rather than the temporary overload associated with 
events in the school calendar such as concerts, reporting or the celebration of 
moments of cultural importance in school life; 
• the quality of work is reduced as the demands of assessment overrule the 
demands of other aspects of teaching; Students are given "busy" work to do so 
the teacher can assess individual achievement; and 
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• professional judgment appears devalued by the increasingly technical orientation 
of teaching and the introduction of resources (such as profiles) which over-
simplify the complexities inherent in teachers' work. 
(Adapted from Hargreaves, 1994a, pp. 118,119) 
The case that profiles have contributed to a set of conditions which have elicited 
"cries of anguish and resistance from classroom teachers that have become impossible 
to ignore" (Forster, 1995. p. 213) has substance but does not explain how teachers have 
responded to curriculum reform. However Hargreaves (1994a, p.136) questions 
evidence of intensification that: 
• is collected over a relatively short time frame - reporting with SPS is still a 
relatively new reform in Queensland; 
• does not take account of different impacts on teachers with different 
commitments or work circumstances - research to date has failed to make these 
distinctions; and 
• suggests that teachers are unwitting participants m the erosion of their own 
working conditions through the misrecognition of intensification as 
professionalisation. 
Hargreaves (1994a, p. 123) cites counter-evidence of the results of addressing a 
frequent teacher complaint, that of insufficient time to attend to all the tasks required of 
them and to collaborate with colleagues. He showed the ethic of care was a powerful 
consideration for teachers, an important minority of whom would choose to reject 
additional preparation time if they perceived it as having adverse effects on their 
relationships with their students or the quality of teaching that was offered. He 
concludes that although school reform has the capacity to intensify teachers' work, as a 
labour process theory it is inadequate in providing a comprehensive explanation of the 
effects of change. Sincere teacher commitments of a professional nature are more than 
misguided complicity in the erosion of their own occupations and need to be explored in 
order to gain understanding of the impact of change on teachers' lives. Attempts to 
define and describe what is meant by teacher professionalism assist in acquiring a fuller 
understanding of the impact of change. 
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Dimensions of Teacher Professionalism 
Teaching has been an elusive occupation to classify and many efforts in the past 
have been piecemeal rather than relating various elements within a cohesive framework 
(Hart & Marshall, 1992). Though many attempts have been made to describe teaching 
with reference to professionalism (Brennan, 1990; Densmore, 1987; Elmore, 1990; 
Gordon, 1983; Hargreaves, 1994b; Hart & Marshall, 1992; Hoyle, 1980; Judge, 1980; 
Lam, 1983; Lieberman, 1988; Mitchell & Kerchner, 1983; Sockett, 1993; Stewart, 
1993; Sykes, 1990; Wilson, 1991), the concept of teacher professionalism is by no 
means universally accepted. Many, but not all, teachers consider themselves 
professionals (Albany Consulting Group, 1994) but not all educators agree that this is 
the case (Darling-Hammond, 1993; Densmore, 1987) or indeed, that professionalism is 
a desirable condition. Hoyle ( 1980, p. 46) summarises the arguments against 
professionalism in general as: 
1. the functions of the profession are no more crucial to the well being of society 
than those of many other occupations; 
2. the skills required and particularly the need for a systematic body of knowledge 
have been greatly exaggerated by the protagonists of professionalism; 
3. the values of the professions are no less self-interested than those of many other 
occupations; 
4. the autonomy claimed for the profession as a whole and for individual 
practitioners is unnecessary and is proposed only as a means of avoiding 
accountability to society in general and to individual clients in particular; 
5. the high prestige and rewards enjoyed by the professions have not been bestowed 
by a grateful society but have been acquired by the professions through the 
exercise of power and influence. 
Hoyle ( 1980) himself supports the concept of teacher professionalism but 
proposes two distinct types of professionality, restricted (intuitive, classroom focused, 
and based on experience rather than theory, sensitive to the development of individual 
pupils, an inventive teacher and skilful class manager, unencumbered with theory, not 
given to comparing own work with that of others, tends not to see classroom activities 
in a broader context, values classroom autonomy); and extended (concerned with 
locating classroom teaching in a broader educational context, comparing work with that 
of other teachers, interested in theory and in current educational developments, reads 
educational books and journals, becomes involved in various professional activities and 
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is concerned to further own professional development through inservice work, sees 
teaching as a rational activity amenable to improvement on the basis of research and 
development). 
Hargreaves and Pullan (1996) incorporate Hoyle's extended professionalism into 
their own consideration of several perspectives of professionalism which include, the 
classic which represents "claims to professional status of law and medicine" (p. 4); the 
flexible based on common agreements about knowledge and practice situated in local 
communities (p. 10); the practical that "tries to accord dignity and status to the practical 
knowledge and judgment that people have of their own work" (p. 11 ); Hoyle's extended 
professionalism described earlier; and complex professionalism characterised by the 
high degrees of complexity of teachers' work tasks (p. 17). They propose that in a 
complex, postmodem age, teacher professionalism should mean increased discretionary 
judgments over the issues of teaching, curriculum and student care; engagement with 
major curriculum and assessment matters along with their moral and social purposes; 
commitment to solving the ongoing problems of professional practice through 
collaboration with colleagues; sharing power with students and other stakeholders in 
their education; a commitment to active care for students; continuous learning related to 
one's own expertise; and the creation and recognition of high task complexity with 
appropriate levels of reward and status. 
Perspectives such as these have influenced the development of frameworks 
which capture the professionalism of teachers and the quality of practice rather than 
status or duty statements. Frameworks seeking to describe the dimensions of 
professionalism range from the traditional to the more widely cast attempts to capture 
the intangibles (Sockett, 1989). A sample of such frameworks is contained in Table 3. 
There is a great deal of commonality among the determinants described by 
Sockett, Lam and Hart. A closer examination of Sykes' framework shows greater 
similarities with the other three than his headings may suggest. Some of his 
recommendations and implications incorporate elements such as Professional 
Communities though, for Sykes, these are a means to professionalism not a 
characteristic of professional behaviour in themselves. Some of these common elements 
of teacher professionalism lend themselves to speculation regarding the aspects of 
teaching that are more likely to reflect the impact of outcomes-driven curriculum reform 
in the Australian context based on the trends explored in an earlier section. 
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Common elements of teacher professionalism are: 
• Ideal of Service 
• Professional Community 
• Epistemology of Practice 
• Autonomy 
• Code of Ethics . 
Table 3 
Dimensions of Teacher Professionalism 
Sockett ( 1989) 
- Ideal of service 
- Epistemology of practice 
-Professional community 
- Code of ethics 
Sykes (1990) 
-Authority 
-Regard 
-Resources 
-Knowledge 
Lam (1983) 
-Use of professional organisation as major 
referent 
- Belief in public service 
- Belief in self-regulation 
- Sense of calling to the field 
-Autonomy 
Hart and Marshall (1992) 
- Specific body of knowledge 
- Ideal of service 
- Ethical codes 
-Autonomy 
-Distinctive culture 
This speculation will also refer to "What do teachers think?" (Albany Consulting 
Group, 1994) a report commissioned by the Australian Teaching Council (ATC), a 
short-lived professional organisation established and supported by federal funding as 
part of its reform agenda. This report provides some of the more recent illustrations of 
teacher thinking in Australia in response to the general climate of educational change 
which has permeated schooling in the 1990s. 
Ideal of Service 
Sockett' s (1993, p. 17) concept of ideal of service "constitutes a moral vision of 
human betterment or set of professional ideals which describe the moral purpose of the 
exercise and to which altruists and others are attracted". Hart and Marshall (1992) 
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consider that service to society at large and the individual client, often demands real 
sacrifice from practitioners; that, for the professional person, work becomes life. 
However public perceptions of teachers' ideal of service are sometimes clouded, as a 
consequence of media attention to union campaigns to improve the salary and working 
conditions of teachers. It may be that teachers themselves share this reduced perception 
of an ideal of service. During a moderation activity conducted in 1995 a facilitator 
reported, "Get a life" as being the written response from a group of peers to a teacher 
who had submitted an extensive piece of assessment. This is a catchcry sometimes 
heard during other professional development activities when models of exemplary 
teaching practice have been included in the agenda. 
The report, "What do teachers think?" (Albany Consulting Group, 1994, pp. 6, 
9, 12) found that the requirements associated with an "ideal of service" were stretching 
beyond what teachers considered reasonable as demonstrated by the following: 
(Teachers) are confused and angry and concerned about the changing 
context in which they have to operate (p. 12); teachers are expected to 
provide counselling, pastoral care, custodial care, to be a social worker, 
nutritionist, remedial teacher and, on top of that, be on top of an expanding 
and rapidly changing "body of knowledge" in their specialist areas" (p. 9). A 
lot of teachers have left the system, eager to get out and look for better 
things (p. 6). 
However, despite this, the report concluded that "teachers have given the 
impression of highly dedicated and motivated people who are teaching because they 
enjoy witnessing that sense of learning in the students they teach. 'In the end you're 
there because you enjoy teaching children. It's not the money' "(p. 4). 
Professional Community: Distinctive Culture 
Lam (1983) proposes interaction between colleagues as a valuable source for 
maintaining high levels of professional teaching. This was supported by comments in 
"What do teachers think?" (Albany Consulting Group, 1994, p.11) which found "a lot of 
support for team work and networking, sharing ideas and giving peer support. It ought 
to happen more and, when it did, it was often the most effective form of professional 
development". However, Hart and Marshall (1992) found little evidence of a 
40 
community among teachers and report that time spent together is rarely spent in 
professional conversation. Attempts to address this issue through providing teachers 
with increased time with colleagues has not resulted in increased professional 
collaboration (Hargreaves, 1994a). The promotion of a sense of community is a strong 
priority of profile implementation through the provision of a common language for 
discussing teaching and learning, and funding NPDP projects through consortia 
representative of professional associations. It remains to be seen how effective these 
measures were in reducing the characteristic isolation of teachers. 
Epistemology of Practice - Specific Body of Knowledge 
Hart and Marshall (1992) describe teaching as a complex activity calling on 
many different types of knowledge, teachers needing both subject and pedagogical 
knowledge and knowledge of the relationships between them, this latter referred to as 
contingency knowledge by Pajares (1992) and professional expertise by Sackett (1993). 
The implementation of SPS implies subject knowledge, in this instance English; 
pedagogical knowledge such as assessment techniques, classroom and information 
management; and the expertise to know how to behave under different circumstances. 
Hoyle (1980) however, identifies professional knowledge as the basis of much criticism 
of teachers stating that there is still not a widely accepted body of knowledge of 
teaching, that there is a gap between theory and classroom practice, and that teachers 
have, by and large, failed to internalise the bodies of theory and research which have 
been generated. This would seem to place most teachers in his category of restricted 
professionals. 
While "What do teachers think?" (Albany Consulting Group, 1994) showed that 
teachers definitely considered themselves as professionals but feel that their 
professional expertise is not acknowledged or valued by the general community as 
demonstrated by the questioning of their views and their declining status. The rapid 
pace of change has caused some teachers to lose confidence in their own professional 
knowledge: 
I know myself, I just can't keep up and I'm pretty good at keeping up with 
things. I just can't keep up with all the things that are going on at the moment 
- there's no two ways about it (p. 8). 
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It seem highly possible that the demands of implementing SPS may augment the 
perception that current changes will challenge teachers' abilities to absorb and apply 
new professional knowledge. 
Autonomy 
Autonomy is the freedom and ability to implement the theoretical knowledge 
and technical know-how one has learned in training, according to Hart and Marshall 
(1992, p. 14). At a local level autonomy focuses on i) choice of curriculum; ii) choice of 
teaching methods; and iii) the right of teachers to judge their own achievements as well 
as that of their students. However teachers, along with a number of other professionals, 
are finding that independence and autonomy are now largely a myth (Sockett, 1989). So 
while the relevance of a concept of autonomy can be challenged for teachers or many 
other professionals "who are now hired to fit into niches designed by bureaucrats 
(which is) a form of subordination others have long endured" (Sockett, 1989, p. 98) it is 
relevant in this context because it captures the frustrations expressed by a number of 
teachers (Osborn, et al., 1991). 
Teachers in "What do teachers think?" (Albany Consulting Group, 1994, p. 8) 
expressed a fear that new assessment requirements would result in less scope for 
discretion and judgment. This was matched by the fear of increased accountability for 
effects over which they exercised no control such as socio-economic influences on 
student learning. Some teachers stated they would respond by " ... sticking to the letter of 
the law" to try to make their lives easier. They will be told what to teach, how to teach 
and how to assess and report". 
Code of Ethics 
Sockett (1993, p.17) considers accountability in moral terms as "keeping to 
ethical standards appropriate in a professional teacher". No official teacher code of 
ethics exists for teachers in Queensland as yet though a draft code has been developed 
(Board of Teacher Registration, 1995). It is a comprehensive document constructed in 
terms of teacher commitment to students, parents and families, colleagues, the 
profession, the community and society and the employer. It would not be a difficult task 
to consider the implementation of SPS in relation to all these ethical commitments. 
Ethical issues, though not referred to as such, permeated all aspects of "What do 
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teachers think?" (Albany Consulting Group, 1994). In particular, teachers obviously felt 
a strong commitment to their students and the profession, as well as to parents and the 
local community, a commitment that, at present was neither especially appreciated nor 
reciprocated. Many of the concerns raised earlier in relation to social justice may 
emerge as ethical considerations when the implications of SPS implementation are more 
explicit. 
In all sections of "What do teachers think?" (Albany Consulting Group, 1994) it 
is obvious that teachers are far from unanimous in their responses to change, even when 
the changes they are experiencing are ostensibly the same. 
Conceptions of Teaching 
Pajares (1992) and Nespor (1987) are among those who suggest a strong 
relationship between teachers' beliefs and their planning, instructional decisions and 
classroom practices and link this to the futility of change processes which do not 
acknowledge the influence of teacher beliefs. Pajares (1992) considers that orientations, 
perspectives, conceptions or theories about teaching are clusters of beliefs about the 
fundamental elements of teacher practice- knowledge, teaching and learning. As such, 
he considers them as "filters through which new phenomena are interpreted and 
instrumental in defining tasks and selecting the cognitive tools with which to interpret, 
plan and make decisions regarding such tasks; hence they play a critical role in defining 
behaviour and organising knowledge and information" (1992, p. 325). 
Osborn and colleagues ( 1991) agree that teachers mediate the external pressures 
upon them through the filter of their own professionalism to create a practical reality 
that is a blend of both personal ideology and external constraints. They describe four 
possible teacher options when faced with reform. These options determined from 
observations of teachers implementing the National Curriculum in the United Kingdom 
are: 
1. co-operation: to accept the imposed changes and adjust their professional 
ideology accordingly so that greater central control is perceived as acceptable or 
even desirable. This is most noticeable among young teachers and principals with 
a strong managerial-organisational orientation. 
2. retreatism: to submit to the imposed changes without any change in professional 
ideology leading to deep-seated feelings of resentment and demoralisation. There 
43 
is considerable evidence of this response, particularly among older teachers many 
of whom were considering early retirement. 
3. resistance: to resist the imposed changes in the hope that the sanctions available 
to enforce them will not be sufficiently powerful to make this impossible. There 
is little evidence of open resistance. 
4. incorporation: to appear to accept the imposed changes but to incorporate them 
into existing modes of working so that existing methods are adapted rather than 
changed and the effect of change is considerably less than that intended. This is 
the response of the majority of teachers. 
(Osborn, et al., 1991, p. 5). 
Osborn and colleagues (1991, p. 13) concluded that teachers who perceived 
themselves as strongly child-centred, creative and spontaneous with a high value on 
relationships felt they had most to lose under the national curriculum in England and 
Wales which placed a high importance on management skills. 
A growing body of research explores teachers' conceptions of their work 
(Darling-Hammond, 1993; Fox, 1983; Kemmis, Cole, & Suggett, 1983; Mitchell & 
Kerchner, 1983; Pratt, 1992; Rowan, 1990). This has resulted in theoretical 
understandings of teacher work expressed by means of various frameworks or 
classification systems. Rowan (1990) in relating his Routine, Judgmental, Diagnostic 
and Inspirational conceptions to possible teacher responses to various reform strategies 
speculates which types might react most and least favourably to outcomes related 
reforms. He does however, caution against placing too great a faith in the predictive 
value of his classification system with regard to this reform strategy as little research 
has so far been conducted in this area. 
Early consideration was given to expanding the scope of this investigation to 
include the exploration of teachers' conceptions of teaching in order to interpret the 
range of responses to the reform likely to be demonstrated by teacher participants. 
While this aspect of the design was later discarded in order to make the study more 
tightly focused, the consideration of the literature related to teacher conceptions of their 
work has alerted the researcher to views and opinions that can only be attributed to 
fundamental teacher beliefs about the nature of their work. As such it has contributed to 
the discussion of implications in Chapter 6. 
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Summary 
Educational Innovation and Change 
This investigation of the introduction of SPS in English in BCE primary schools 
is an attempt to determine the impact of an outcomes-driven curriculum on teacher 
perspectives of professional practice. It is guided by a number of questions, the first two 
of which have been addressed by means of the literature review in this chapter. 
1. What outcomes-driven curriculum reforms are currently being implemented in 
Australia? 
It has been shown (Marsh, 1995) that teachers in all parts of Australia have 
engaged in various forms of outcomes-driven curriculum reform since 1994, even 
earlier in some states such as Victoria. The implementation of outcomes based on the 
implementation of "Statements and Profiles for Australian Schools" is a significant 
innovation with the capacity to reconstruct aspects of planning, teaching, assessment 
and reporting. The manner of implementation has also attempted to alter the culture of 
teaching by supporting professional development of a collaborative nature. 
2. a) What has been the impact of outcomes-driven curriculum reforms where 
they have been already implemented in Australia and other parts of the world? 
b) On what aspects of their practice or professionalism do teachers perceive 
the effects of the impact? 
Although outcomes-driven reform is still at a relatively early stage in Australia, 
impact trends are already detectable, some of which reflect the impact of similar 
reforms in other parts of the world and which relate to theories of educational 
innovation and change. Since its beginnings with the work of Mort and Cornell in the 
1930s and Miles in 1964, the pace of publications related to educational innovation and 
change has increased steadily (Larson, 1999). There is now a voluminous range of 
literature available to those seeking to guide and interpret educational reform including 
significant contributions from Brady (1996), Broadfoot (1986, 1992) Broadfoot et al. 
(1991, 1994), Darling-Hammond (1993), Doyle and Ponder (1977), Elmore (1990, 
1996), Fullan (1993, 1994, 1996, 1997, 1999), Fullan and Hargreaves (1997), 
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Hargreaves (1989, 1994, 1997, 1998), Huberman and Miles (1984), Lieberman (1988), 
Little (1984) and Sikes (1992). 
Pullan and Steigelbauer (1991) have identified a number of the factors which 
affect the implementation of educational change. These include external factors, local 
characteristics and characteristics of the change itself. Several of these factors have been 
illustrated in this discussion of the literature related to outcomes-based curriculum 
reform and other factors may become significant throughout the course of the study. 
External Factors 
The implementation of profiles/SPS has been essentially an externally initiated 
change. Development occurred through state/territory collaboration at a national level 
and federal funding was used to establish an extensive implementation program. Many 
implementation decisions were subject to political and industrial considerations at a 
state/territory and system level. Though some consultation with teachers did occur in 
the development of statements and profiles and BCE system policy, the implementation 
of SPS had many of the characteristics of top-down change models such as considerable 
federal, state and system financial support. The initiation, development and 
implementation of national profiles and state/territory modifications has been 
extensively documented (Boomer, 1992; Brady, 1996; Brady and Kennedy, 1998; 
Collins 1994; Grace and Ludwig, 1997; Griffin, 1994, 1998; Grundy, 1994; Kennedy, 
1995; Lingard et al., 1995; Lokan, 1997c; McGaw, 1995; Reid, 1992; Warhurst, 1994; 
Willis and Kissane, 1997). 
In a broader social context, SPS implementation coincided with a period of 
heightened interest in the on-going public debate related to the adequacy of the 
educational system in developing students' literacy skills. This issue also influenced the 
context in which implementation occurred. 
Characteristics of the Change 
Characteristics of the change which influence its implementation are related to 
its complexity, clarity, quality and perceived need. 
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Complexity: Characteristics of SPS likely to influence implementation are 
related to the complexity, clarity and quality of the change and its need as perceived by 
its intended users. That the implementation of profiles/SPS is a complex and ambitious 
change is illustrated by its intention to provide a reporting framework which supports 
cohesion in teaching and learning for Australian students and also its intention to 
promote a more collaborative teaching culture. A dilemma of the change process 
identified by Full an and Stiegelbauer (1991) is that evidence suggests that, while large, 
ambitious projects on the scale of the implementation of profiles/SPS, stimulate greater 
teacher change than less ambitious projects, they can also result in massive failure. 
Clarity: For projects as ambitious as the implementation of SPS, the changes for 
teachers may be numerous, significant and daunting as they impact on almost all aspects 
of classroom practice including curriculum development, teaching approaches, 
assessment and reporting. However, representations of SPS that lead to teacher 
perceptions that little or no change in teaching practice is required by the 
implementation of profiles (Brady, 1996; Griffin, 1998) or that its application is for 
reporting only (BCE, 1995) may result in the "false clarity" Fullan and Stiegelbauer 
( 1991) link with oversimplification. In practice, the result of the implementation of 
many current educational reforms has been work intensification (Forster, 1995; 
Hargreaves, 1994), sometimes at the expense of teacher work satisfaction. 
Quality and practicality of program: The implementation of profiles/SPS is a 
politically-driven program with many of the decisions relating to document quality, 
availability of resources and implementation timelines made with reference to factors 
not necessarily educational. There have been some criticisms of SPS outcomes on the 
grounds of their validity, complexity and an openness to multiple interpretations with 
the potential to undermine their capacity to achieve shared understandings among 
teachers. The speed of implementation and the changes to implementation plans meant 
in some case that implementation has not supported by adequate resource material. The 
most significant example of this has been Education Queensland's suspension of 
implementation and the consequent unavailability of expected resources for BCE 
schools. 
Need: Though the need for top-down changes such as SPS may not always be 
immediately appreciated by the teachers responsible for implementation there are 
indications that outcomes-based reforms have had some benefits. Teachers have found 
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that the documents, Statements and Profiles for Australian Schools, do support more 
comprehensive planning and constitute a rich resource of ideas for the improvement of 
teaching and assessment. Teachers also appreciate the opportunities for collaboration 
provided by the professional development activities that have supported 
implementation. However, Fullan and Steigelbauer, (1991) argue that the question of 
needs is a complex issue in that teachers determine the need for any individual change 
relative to other needs, particularly when curriculum demands are already high. 
Teachers therefore consider changes in terms of their benefits weighed against costs 
related to the quality of teaching and learning (Doyle and Ponder, 1977), some of which 
have been reported in terms of increased workloads required to carry out increased 
assessment tasks, a perception of reduced autonomy and frustration that assessment 
rather than student needs is driving curriculum development. Some needs and costs may 
not be recognised until innovation is underway. 
Local Factors 
On a local level, implementation of educational change is influenced by the 
school system, school principals and teachers. 
The school system: Fullan and Stiegelbauer ( 1991) assert the critical role of 
central or system authorities in the implementation of comprehensive changes across 
schools. Aspects of outcomes-based curriculum reform have been problematic on an 
international, national and state/territory level. Resources have not always been 
allocated efficiently and political, industrial and legal aspects of implementation have 
fuelled a climate of uncertainty. However, BCE authorities have demonstrated support 
for the implementation of SPS through actions such as written statements of policy in 
"Choosing our Future" (Brisbane Catholic Education, 1994), the deployment of 
curriculum consultants to the project and the organisation of professional development 
events including annual interschool moderation. 
Principals: The role of the principal is one of the strongest influences on change 
processes at the school level (Fullan and Stiegelbauer, 1991; Larson, 1999). The 
principal's influence is demonstrated through a capacity to shape the organisational 
conditions necessary for success and to support teachers both psychologically and 
through the provision of resources. Though there is little literature specific to the role of 
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the principal in successful implementation of outcomes-driven curriculum reform some 
teachers have expressed a preference for promotional support rather than active 
classroom involvement (Griffin, 1998) 
The role of teachers: Teachers influence educational change either individually 
or collectively though this influence is frequently negatively related to implementation 
(Fullan and Stiegelbauer, 1991). A range of possible options for teacher response to the 
implementation of profiles and the circumstances associated with their introduction has 
been identified by Osborn et al (1991) as co-operation, retreatism, resistance or 
incorporation. Though it can be anticipated that responses to the implementation of 
profiles/SPS will differ because of system and individual differences it is difficult to 
predict in which way because of the complexity and inter-relationships among the 
significant factors. Teachers undoubtedly do not all view teaching in the same way so 
response to change may depend on factors such as personality, previous experiences, 
career stage and levels of self actualisation and self efficacy and conceptions of 
teaching. For some practitioners, teaching has a strong technical basis, while others see 
it as an inspirational, almost irrational calling. Conceptions of teaching are drawn from 
fundamental individual beliefs relating to knowledge, how it is used and how it is 
acquired (Darling-Hammond, 1993; Fox, 1983; Kemmis; Cole and Suggett, 1983; Pratt, 
1992; Rowan, 1990). 
The Study 
In Chapter 1 BCE's implementation of outcomes was proposed as being worthy 
of investigation on the basis of its potential impact on teachers and teaching. As this 
review of the literature related to innovation, outcomes-based curriculum reform and 
teaching and the relationships among them has shown, the impact of curriculum change 
has many possibilities whose nature is dependent on the change to be implemented, the 
teachers responsible for implementing the change and the change process itself. This 
review demonstrated some paradoxes of educational reform through an examination of 
current outcomes-based curriculum reforms and their impact on teacher practice and 
professionalism. The dimensions of teacher professionalism have been investigated 
through this literature review (Brennan, 1990; Darling-Hammond, 1993; Densmore, 
1997; Hart and Marshall, 1992; Hoyle, 1980; Lam, 1983; Sockett, 1993; Sykes, 1990) 
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and include an ideal of service, collaborative culture, a specific body of knowledge, 
autonomy, and an ethical code. 
It can be anticipated from this literature that the impact of SPS will affect many 
aspects of teachers' professional practice. It has been shown that teacher confidence can 
be reduced by innovations intended to provide greater certainty with respect to 
educational goals; that work intensification can result from attempts to professionalise 
teaching; and, that innovation intended to broaden and integrate the curriculum can 
instead promote fragmentation and restriction. According to Hargreaves (1994a, p. 4 ), 
"postmodern societies themselves are loaded with contradictory possibilities, many of 
which have yet to be worked out... It is through these conflicts that the realisation of 
educational restructuring as an opportunity for positive change or a mechanism of 
retraction and restraint will be realised". 
In order to investigate the "contradictory possibilities" inherent in the 
introduction of outcomes in BCE schools, a number of significant questions was posed 
for this study. These questions were framed with the intention of examining the various 
aspects of the impact of the reform within the context of teacher perspectives of 
professionalism in order to permit the development of an holistic rather than fragmented 
understanding of what has occurred. The questions are: 
3. How do teachers understand and interpret curriculum policy initiatives 
related to outcomes driven reforms? 
4. What school-based initiatives were developed m implementing the 
reform? 
5. What is the impact of the implementation of reporting with Student 
Performance Standards in English on teacher perspectives of professional 
practice schools administered by Brisbane Catholic Education? 
These three questions have guided the investigative study using methodology as 
described in the following chapter. Although the researcher acquired background 
knowledge in preparation for this investigation, this was undertaken with the intention 
of becoming theoretically sensitised - no hypotheses were formulated to guide the 
direction of the investigation. The methodology that is outlined in Chapter 3 attests to 
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this by offering a theoretical conceptualisation of the methods of research selected for 
use in this investigation. 
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CHAPTER3. METHODOLOGY 
Focus of the Investigation 
As established in Chapters 1 and 2 the focus of this research is the question: 
What is the impact of outcomes-driven curriculum reform on teacher 
perspectives of professional practice? 
The context of the investigation was the author's professional context as a 
curriculum consultant, a role which had a focus on introducing "Student Performance 
Standards in English for Students in Queensland Schools" (SPS) (Department of 
Education, 1994c) to teachers working in primary schools administered by Brisbane 
Catholic Education. The background to this reform has been discussed in the previous 
chapter. In summary, in 1996 Brisbane Catholic Education introduced a reporting 
system based on "Student Performance Standards in English for Students in Queensland 
Schools". These SPS had been developed for use in Queensland by adapting the 
national document "English - a curriculum profile for Australian schools" (Australian 
Education Council, 1994). SPS in English were introduced into Brisbane Catholic 
schools a year before their introduction into Queensland state schools whose planned 
timeline was to report in mathematics in 1995-1996 and in English in 1997, though this 
plan was deferred indefinitely when the reform became the focus of a Ministerial 
Review and responsibility for the development of outcomes shifted from Education 
Queensland to the Queensland School Curriculum Council. Through a study of the 
implementation of SPS based on the experiences of teachers it is hoped to determine the 
impact of the reform. The main source of data collection was group interviews 
conducted after significant events in the implementation process. 
The author's experiences as a primary schoolteacher and her consultancy role, 
which, at the time of the study, had a strong emphasis on the implementation of SPS, 
created empathy with teachers in their implementation task. Involvement at both the 
policy and implementation levels kindled a curiosity to discover if SPS did have an 
impact and what that impact was. She was also interested in the trend to explicate the 
role of the teacher through projects such as the development of beginning teacher 
competencies (National Project on the Quality of Teaching and Learning, 1995) and 
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intended attempts by the Australian Teaching Council to define teaching as a profession 
- projects on which the analytical process might possibly draw for concepts, constructs 
and frameworks if appropriate. 
Conceptualising the Methodology 
This section of the dissertation describes the methodology used as well as the 
research design. A concluding section is concerned with the trustworthiness of the 
research design. 
Investigations into teachers' beliefs, conceptions or perceptions are usually of so 
complex a nature as to require a qualitative approach (Kagan, 1990). Previous research 
in this area has drawn on a variety of qualitative approaches. Briscoe (1993), Brosnan, 
(1996), Pole (1993) and Scarth (1984) used case studies to investigate teachers' attitudes 
towards assessment reforms. Pratt (1992) explored conceptions of teaching using 
phenomenography. Nicholson and Anderson (1993) and Viechnicki et al. (1993) 
conducted ethnographic research into teacher assessment practices. Others such as 
Bachor and Anderson ( 1994 ), Broadfoot et al. ( 1991 ), Hancock and Roberts ( 1995), 
Osborn et al. (1991) and Scarth (1984) also used a variety of related, but less structured 
approaches in researching teachers' responses to assessment -driven reforms. 
A number of alternative research paradigms was considered for this study. These 
included action research, phenomenography, phenomenology, case study methodology 
and narration. However, because of factors such as the holistic nature of the study, the 
unlikelihood of identifying teachers interested in a co-research project and the 
researcher's inexperience with more recent approaches such as narrative fiction (Gough, 
1994; Ornstein, 1995) these paradigms were judged as mostly inappropriate for this 
investigation. Therefore, the overarching methodology developed for the study was one 
based on ethnography, using a grounded theory approach to data analysis. As the study 
was undertaken at three school sites, reporting took the form of three case studies 
followed by a synthesis of the issues that emerged from a cross-site analysis. 
The decision to adopt ideas from ethnography as an overarching approach was 
made on the basis of the author's opportunity for observation and continued contact 
with teachers while implementing the change and a commitment to be faithful to the 
everyday reality of the substantive data, a strength of this approach (Strauss & Corbin, 
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1990). The author's regular, close contact with participants, during the eight years of her 
role as curriculum consultant had enabled her to develop warm and trusting 
relationships with a large number of teachers. Therefore, the opportunity for direct, 
prolonged, on-the-spot observation of the implementation of SPS in a number of 
schools raised the possibility of adopting a fieldwork approach to the research. It was 
intended to combine ideas from ethnography for the fieldwork investigation with 
grounded theory analytic techniques to interpret the data so obtained. This combination 
of fieldwork and cultural interpretation was necessitated by the nature of a study such as 
this which seeks to investigate the impact of outcomes-driven curriculum reform on 
teacher perspectives of professional practice. It is the end-product, cultural 
interpretation, as much as the incorporation of general qualitative categories of 
techniques for gathering information (experiencing, inquiring and examining), which 
define this study as ethnography (Wolcott, 1992). In addition, the fieldwork was 
designed to capture the holistic nature of the innovation and to contextualise the data 
within a broad perspective- a basic characteristic of ethnography (Boyle, 1994). 
The use of ideas and principles from ethnography for the overarching 
methodology reflects assumptions about what constitutes a legitimate way to define, 
discover, construct and explain reality. LeCompte and Preissle (1993) consider 
ethnographic research as being inductive rather than deductive, generative rather than 
verificative, constructive rather than enumerative and subjective rather than objective. 
Inductive research starts with a phenomenon, in this case the introduction of reporting 
using SPS in English, and develops a theory to explain what is studied from data on that 
phenomenon. The selection of grounded theory as an approach to analysis of data is 
therefore appropriate to this study and fits adequately into the overarching 
methodology. It reflects the inductive, open nature of the inquiry and demonstrates the 
study's constructivist assumptions about the production of knowledge as well as 
providing guidelines for the conduct of empirical research (Strauss & Corbin, 1990, 
1994; Tesch, 1990). The generative orientation of the study was also demonstrated 
through the choice of a grounded theory approach to analysis whereby constructs and 
propositions were derived from the data (Glaser and Strauss in LeCompte & Preissle, 
1993, p. 43). As the data were used in a generative way, the study also was largely 
constructive in that it was open to the development of original constructs or categories 
for the organisation of data rather than presuming the application of existing categories 
or frameworks. Existing frameworks from the literature related to teacher 
professionalism were found most appropriate for the initial, broad classification of data 
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into major categories within and across cases. However, more detailed classification 
occurred through categories which emerged from the data themselves. 
As the introduction of SPS in English or similar outcomes-driven reforms was 
quite new to the Queensland primary system its impact was unknown. Though the 
researcher attempted to develop "theoretical sensitivity" (Strauss & Corbin, 1990; 1994) 
through a review of literature selected to supplement her professional experiences (see 
Chapter 2), the outcomes were neither predicted nor hypothesised in advance. Rather, 
theory was built during the investigation through the interpretive, progressive analysis 
of the data collected. 
Though case study has been classified as method, in some of the literature on 
educational research it has also been described in terms of an object to be studied 
(Stake, 1994, p. 236) or as an end-product (Wolcott, 1992) rather than a strategy, terms 
which have been accepted within the context of this study. The ethnographic approach 
which attempts to reconstruct the cultures of naturally bounded single schools and 
individuals, by definition, constitutes the study as a multi-site (LeCompte & Preissle, 
1993) or collective (Stake, 1994) case study. Case study has also been adopted as the 
format for reporting this qualitative research. Thus, case study, in this thesis, is taken to 
refer to the location of the research, rather than an overarching methodology. 
Qualitative studies such as this investigation into the impact of Student 
Performance Standards on teacher perspectives of professional practice are concerned 
with interpretation of a phenomenon rather than generalisability as is the case with more 
closely controlled experimental research (LeCompte & Preissle, 1993). However, it is 
acknowledged that the phenomenon in question, the implementation of outcomes-driven 
curriculum reform, is the focus of investigation in Australia and a number of systems in 
other parts of the world. In order not to preclude comparisons with other related 
research, the project used standard and non-idiosyncratic terminology and analytic 
frames wherever practicable and the characteristics of the group and constructs 
generated were delineated clearly (LeCompte & Preissle, 1993). These aspects of the 
study are addressed in the sections on selection of sites and participants. 
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Research Design 
In designing the research the following elements were considered (Marshall & 
Rossman, 1995): 
• site and sample selection; 
• researcher's role management including entry, reciprocity and ethics; 
• research strategies and associated data collection techniques; 
• managing and recording data; 
• data analysis strategies. 
Site and Sample Selection 
Selecting the groups to be involved in the study was influenced by the main 
research question and was also subject to certain logistical and conceptual constraints. 
Marshall and Rossman (in LeCompte & Preissle, 1993) stress the imprudence of 
research design with implications for data collection on a scale beyond the resources of 
the researcher. 
Selection of Groups and School Sites. 
As the BCE system consists of over 800 teachers of Years 4 to 7 in 106 primary 
schools, the unit of interest was too large to apply the techniques of classical 
ethnography. This project more closely resembled what Boyle (1994) refers to as cross-
sectional ethnography in which teacher-participants were selected to represent a cross-
section of schools. 
The population of concern was the group of teachers of Years 4 to 7 who were 
directed to report using Student Performance Standards in English, in 1996, in primary 
schools administered by Brisbane Catholic Education. A selection of three groups was 
made from the total population of over 800 teachers according to criteria of relevance to 
the research questions. Teachers were selected from schools in which the researcher 
worked as a curriculum consultant - a group of seventeen schools in a relatively densely 
populated region of Brisbane's southside. The author enjoyed congenial working 
relationships with administrative and teaching staff at these seventeen schools so it was 
reasonable to expect that a request to participate in this research would be given 
consideration by all schools and access given to the researcher should staff be willing to 
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become involved. Access was therefore not an issue in the selection of sites or samples. 
However, securing the participation of teachers from smaller schools was problematic, 
as they tended to have a greater number of additional duties out of school hours when 
data collection occurred. 
Initially, consideration was given to forming cross-school groups from whom 
data would be collected. However, this arrangement also presented logistical 
difficulties. The additional requirement of travelling to another school at the end of the 
school day, the only time available for data collection, combined with participation in 
an interview on unfamiliar territory was considered such a disincentive to potential 
participants that it was decided to limit the study to invited participants from three 
school sites. These three sites constituted three naturally bounded populations. As the 
seventeen schools covered a range of enrolments - 70 to almost 900 - the sites were 
selected to represent small, medium and large schools in order to be open to the effect 
of school size on the impact of the introduction of SPS. Of the two small schools 
available for inclusion, one was selected because of the tendency of staff members to be 
more articulate about their practice. As the enrolment of the largest school (890) was 
more than one-and-a-half times that of the second biggest (530) none other was 
considered in this category. The medium sized school was selected because of factors 
related to the timing of its inservice program, the agreement of the principal and the 
time available for an interview. An additional selection criterion was the exclusion of 
schools where teachers had undertaken any previous inservice in SPS other than that of 
an introductory nature at the time of the commencement of data collection. 
Three or four teachers from each site were asked to participate in interviews - a 
significant proportion of eligible staff at the small and medium sized schools. This was 
the group size predicted to maximise the advantage of group interviews while providing 
everyone with an opportunity to speak (de Vaus, 1991). 
Relevant characteristics of the teachers who participated in the investigation are 
described in Table 4. Of special interest is Ian who divided his time between classroom 
and administrative duties. The position of Assistant to the Principal: Religious 
Education roughly equates to a deputy principal position with responsibility for 
Religious education within the school. To preserve participant anonymity, pseudonyms 
for both teachers and schools have been used throughout the discussion 
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Table 4 
Characteristics of Teachers Participating in the Study 
Teacher School School Size Year Level Gender Teaching Background Information 
Name Taught Experience 
(in Years) 
Ian 51617 and M 11-20 Transferred to school in 1996. 
APRE APRE position indicated 
administrative career ambitions. 
ST Small 
Secured promotion to larger school 
at beginning of 1998. 
PATRICK'S < 100 Administrative position provided 
broader perspective on change but 
career ambitions introduced a 
cautious note into responses. 
Eileen 5 F 21-30 Long serving member of staff with 
no stated transfer or career 
ambitions. Terry's teaching partner. 
Member of teachers' union which 
provided broad perspective on 
educational issues. 
Terry Long serving member of staff (near 
retirement) with no stated transfer 
5 M 41+ 
or career ambitions. Many years 
teaching single draft of Year 7 so 
collaboration with Eileen a new 
experience he found beneficial. Self 
described as "traditional" teacher. 
ST Medium School Mathematics lead teacher. 
Liza JOHN'S =::350 4 F 6-10 Contract teacher in 1996 after two 
years travel and teaching in Japan. 
Worked well with Anne as teaching 
partner. Moved to independent 
school with no SPS in 1997. 
Anne 4 F 11-20 Long serving member of staff with 
no stated transfer or career 
ambitions. Very unconfident and 
reserved during interviews. 
Conscious of parent .. opm10n. 
Enjoyed collaboration with Liza but 
did not work with teaching partner 
who replaced her in 1997. 
Alice 5 F 6-10 *At school seven years with no 
stated transfer or career ambitions. 
Angry attitude to SPS. High 
participation in optional 
professional development activities. 
Lloyd 5 M 11-20 *Long serving member of staff with 
no stated transfer or career 
ambitions. Very sceptical attitude to 
SPS, which he believed, would go 
away. School Information 
ST ANNE'S Large technology lead teacher. 
Ursula > 850 5 F 31-40 *At school six years with no stated 
transfer or career ambitions. High 
participation in optional 
professional Development 
activities. 
Erica 5 F 11-20 *On contract from mid-1996 (and 
several years before) to replace 
teacher on maternity leave. Joined 
permanent staff in 1997 and moved 
to Year 6. No stated transfer or 
career ambitions 
*All four teachers at St Anne's 
worked collaboratively. 
This type of theoretically motivated sample selection which permits comparisons 
for similarities and differences according to dimensions of properties such as school size 
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is described variously as purposeful (Strauss & Corbin, 1990) or purposive (Morgan, 
1997) sampling. Originally it was intended that the sample would remain stable 
throughout the research period. However, a pregnancy (St Anne's) and a resignation (St 
Patrick's) altered this intention quite early in the research period. The replacement 
teacher at St Anne's was willing to participate in the research process and so was 
substituted for the teacher who had left. No substitute was available at St Patrick's. 
Feasibility was a further issue considered in sample and site selection. The 
research project was being undertaken to fulfil the requirements of a research study 
rather than as a system's formal attempt to monitor its change processes. The 
implication of the project's unofficial status was that all data collection needed to occur 
out of school hours. This was extremely difficult as teachers have other duties and 
professional development commitments after school and are understandably tired at the 
end of the school day. Also, the nature of the data most relevant to the project, that 
concerned with assessment and reporting to parents, required that it be collected at the 
end of semesters one and two when these processes usually occurred. This requirement 
made additional demands on teachers' time during two of the busiest periods of the 
school year. Finally, it must be acknowledged that teachers may also have had 
reservations about the value of post-graduate research thus making the participation of 
some difficult to secure. 
Despite the restrictions related to feasibility and availability that have been 
discussed, the sample was generally representation of teachers in the BCE system. It 
contained a higher proportion of women than men, was skewed towards the older age 
group and contained no teachers reportedly outstanding because of either particularly 
high or low quality or expertise. All teachers appeared diligent and engaged in their 
work. 
Researcher's Role Management: Issues of Entry. Reciprocity and Ethics 
Entry to schools has formal and informal aspects. On a formal level, entry 
needed to be negotiated through Brisbane Catholic Education's Research Review 
Committee in order to obtain permission to conduct the research. Permission was 
granted to conduct the research following the evaluation of a submission by BCE 
authorities according to criteria for the ethical conduct of research. The Australian 
Association for Research in Education (AARE) "Code of Ethics for Research in 
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Education" (1993) and LeCompte and Preissle's (1993) chapter on "The Role and 
Experience of the Researcher" were also consulted in order to ensure the research 
design complied with accepted ethical standards. 
The ongoing research process was managed in such a way that the following 
ethical principles were adopted. 
i) Its findings should enhance the general welfare in contributing to the body of 
knowledge on a widespread innovation of national significance, viz. the 
implementation of outcomes-driven curriculum in the form of Student 
Performance Standards. 
ii) As the research project focused on describing and exploring experiences 
common to all classroom teachers of Years 4 to 7 in the BCE system, none of 
the participating or non-participating teachers should be subjected to special 
treatment such as additional release time or other resources unavailable to non-
participating teachers. 
iii) Before committing themselves to participation, teachers should be apprised of 
the purpose, nature, conduct and associated time requirements of the project and 
assured of confidentiality and anonymity of reporting. The manner of reporting 
of the results of the research should also be made explicit. 
iv) Should it have become necessary to alter the methods of the study, participants 
should be informed and reminded of their entitlement to withdraw at any time. 
v) The researcher believed she had undertaken sufficient background investigation 
to ensure her competence in conducting the research and to acknowledge the 
relationship between her work and other studies in the field. 
vi) On the informal level, entry to the field presented few problems as the researcher 
enjoyed sound professional and personal relationships with the staff at most 
schools. In addition, school contributions to her 1994 Performance Review 
indicated that her professional credibility was high. As noted earlier, there are 
few inducements for teachers to participate in research conducted out of school 
hours during the busiest periods of the school year. It was hoped to counteract 
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these difficult conditions by presenting to participants the benefits of discussing 
their work with colleagues and of capturing their experiences to inform 
continued implementation of SPS and similar reform initiatives. 
Research Strategies and Associated Data Collection Techniques 
The collection of data was undertaken using the categories most common to 
ethnographic and qualitative research: - observation, interviewing and content analysis 
of artefacts (LeCompte & Preissle, 1993). The decision to use all three of these 
techniques was based on consideration of the demands of the three empirical research 
questions. (The first two research questions were addressed through the review of the 
literature in Chapter 2.) The relationship between data collection techniques and the 
three empirical research questions is demonstrated in Table 5. 
In the context of this project all strategies can be classified as interactive as the 
researcher was an "observable" observer in the school, conducted the interviews, and 
examined classroom and school documents and other artefacts within the context of an 
interview. Data collection processes and considerations were as follows. 
Interviewing 
Data collection was based on in-depth interviews or conversations with a 
purpose, a technique used extensively by qualitative researchers (Marshall & Rossman, 
1995). The interviews with the three selected groups were the focus of the case studies. 
Interviews were conducted at significant times during the introduction of SPS during 
1996. These times were identified as: 
• early in 1996, prior to formal inservice in the implementation of SPS; 
• after interschool moderation of SPS outcomes on October 21st, 1996; and 
• during Term 1, 1997 when schools had engaged in at least one reporting period 
to parents and had set directions for assessment and reporting for the new school 
year. 
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Table 5 
The Relationship between Empirical Research Questions and Data Collection 
Techniques 
Empirical Research Question 
3. How do teachers understand and 
interpret curriculum policy initiatives 
related to outcomes driven reforms? 
4. What school-based initiatives were 
developed in implementing the reform? 
5. What is the impact of the 
implementation of reporting with Student 
Performance Standards in English on 
teacher perspectives of professional 
practice schools administered by Brisbane 
Catholic Education? 
Data Collection Technique 
Focus Group Interviews 
Focus Group Interviews 
Artefacts 
Observation 
Focus Group Interviews 
Observation 
These in-depth interviews closely resembled Patton's conversational interviews 
(in LeCompte, Milloy, & Preissle, 1992; Marshall & Rossman, 1995) in which 
questions were well-embedded within a conversation, a model "familiar and 
comfortable to all respondents and one most likely to elicit the trust, confidence and 
ease among respondents necessary for yielding elaborate, subtle and valid data" 
(LeCompte, et al., 1992, p. 179). 
Focus group interviews were selected as a strategy to collect data in preference 
to individual interviews in that it was assumed that teachers would often need to listen 
to others' opinions and understandings in order to form their own on the issue of SPS 
implementation and that one-on-one interviews might have been impoverished should 
teachers not have reflected on the innovation sufficiently to respond at any depth 
(Marshall & Rossman, 1995). The use of focus groups also made possible the collection 
of data that represented both the etic, the outsider's perspective and the ernie, the 
perspective of the participants, distinctions made by Boyle (1994), Meloy (1994) and 
Stewart et al (1990). The inclusion of both sets of subjective experiences was designed 
to provide a depth of understanding unable to be achieved through studies reliant on 
only the objective perceptions of the observer. LeCompte and Preissle (1993) describe 
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this practice as a self-conscious attempt to balance observer bias and reactivity of 
participants. 
Interviews were conducted three times at each of the three sites. They occurred 
either before or after school hours in classrooms or staffrooms and were led by the 
researcher. Interviews generally lasted sixty to ninety minutes depending on the 
availability of teachers, their levels of energy and the frequency of interruption. All 
were taped with teachers' consent and transcripts were made of all interviews. 
Topics addressed in each of the three interviews were drawn up in advance (see 
Appendix A)- an element of systematic planning necessary to obtain the perspectives of 
participants on similar aspects of the innovation from each of the three sites which 
constituted the multi-site case study. Interview guides provided beginning guidelines 
only and were not intended to limit the interview in any way other than ensuring that 
major topics were addressed during each interview. In the early stages of data collection 
the focus was on uncovering as many potentially relevant categories as possible for the 
open coding stage of analysis (Strauss & Corbin, 1990). 
Interviews of this type have both strengths and weaknesses. Strengths include 
the value of face-to-face encounters with informants, the opportunity to obtain large 
amounts of expansive and contextual data quickly and inexpensively and the facilitation 
of co-operation from the research subject with access to immediate clarification and 
omissions. They are useful for uncovering complex interconnections in social 
relationships and data are collected in natural settings. They also facilitate analysis, 
validity checks and triangulation, the discovery of nuances in culture, background 
context and the subjective side of organisational processes (Marshall & Rossman, 1989; 
Marshall & Rossman, 1995). Other advantages claimed for focus groups are that they 
enable (Goldman in Lidstone & Russell, 1993; Morgan, 1997; Stewart & Shamdasani, 
1990): 
• interaction which stimulates new ideas about the topic; 
• some understanding of the dynamics of attitude and opinion; 
• greater spontaneity and candour in the expression of unpopular or 
uncomfortable ideas; and 
• interaction and challenge by participants m ways denied to the 
interviewer. 
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The weaknesses of interviews include the openness of data to misinterpretation 
due to cultural differences, a dependence on the co-operation of a small group of key 
informants, the difficulties of replication due to researcher's opportunities or 
characteristics, and the possibility that data can be obtrusive or reactive and validity can 
be dependent on the honesty of those providing information and highly dependent on 
the ability of the researcher to be resourceful, systematic and honest in controlling data. 
Other limitations include the possibility that a relatively small number of participants 
may dominate the groups and that the researcher may attach greater credibility to the 
data than is warranted (Stewart & Shamdasani, 1990). 
Observation 
Observation was a minor aspect of data collection, undertaken as the researcher 
encountered participants in the research in other settings such as teacher network 
meetings, during inservice sessions she conducted and during her visits to schools on 
SPS implementation and other curriculum-related tasks. Observation continued 
throughout 1996 and into 1997 with a focus on recording phenomena salient to SPS 
implementation such as the type of professional assistance requested by teachers and 
administrators and the nature and timing of related inservice activities and decision-
making. 
Artefacts 
The types of artefact of most relevance to the research project were those which 
recorded teachers' classroom practices. Those of most initial interest include documents 
such as school programs, class/year overviews, unit and lesson notes, student work 
samples and teacher assessment records. As the investigation progressed, when 
teachers' low levels of confidence became apparent, the researcher decided to back 
away from the collection of these personal documents. This decision was made in order 
to avoid representing the study as an additional accountability measure with the 
possibility of teachers becoming more guarded in sharing their perspectives of the 
reform. However, report cards were of particular interest as records of how and if 
schools actually complied with the direction to report to parents in terms of SPS levels 
and, as they were already prepared as public documents, were readily shared by 
teachers. Occasional administrative documents such as school surveys were of 
significance to the study as well. 
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Data collection is summarised in Table 6. 
Table 6 
Data Collection- Techniques and Timeline 
Activity Time/Technique Instrument 
1. Form three groups of 3-4 January, 1996 
teachers from small, medium and Purposive selection 
large schools. 
2. Data obtained from groups of 1996-1997 
teachers at three stages of Before inservice, after second General schedule/script to 
implementation. Teachers will be semester moderation, end of year ensure same issues raised with 
invited to bring classroom after reporting to parents. each group. 
artefacts to these discussions in Focus Group Interviews 
order to illustrate points they wish 
to raise with the group. 
3. Researcher continues type of Throughout the 1996 and 1997 
involvement in schools that is school years. 
associated with her consultancy Observation, field notes, 
role. Activities include SPS Collection of artefacts. 
implementation eg attendance 
at/delivery of courses, parent 
education nights and other school 
based inservice. 
Managing and Recording Data 
Data were recorded as sound recordings and transcripts (interviews), field notes 
(observations) and in visual form (photocopies of artefacts). The researcher 
incorporated appropriate systems to aid retrieval and data analysis such as careful 
labelling of types, the use of colour coding for chunks of text and the transfer of 
transcripts to computer files. These strategies were chosen in order to record the raw 
data obtained for the purposes of revisiting for reinterpretation and verification by the 
researcher and others interested in the project results. 
Data Analysis Strategies 
This study was designed to obtain data through interviews, observation and the 
examination of artefacts with the reflexive elements of ethnography and so enable the 
researcher to combine the views of the insider and outsider in arriving at theoretical 
explanations of the impact of outcomes-based curriculum reform at three schools. The 
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data analysis in a qualitative study such as this involves a search for general statements 
about the relationships among categories of data (Marshall & Rossman, 1995). In 
determining these relationships, the researcher, without any pre-existing theoretical 
hypotheses, followed a process that required that she, 
... read the preliminary data and identify patterns, trying to understand how the 
data related and to identify any inconsistencies or contradiction between 
accounts provided by informants. After the beginning analytical categories were 
developed the next task was to develop the categories into a theoretical scheme 
by finding links between the concepts and adding new ones (Boyle, 1994, p. 
181). 
This strategy, referred to as the "constant comparative method", is characteristic 
of grounded theory (Strauss & Corbin, 1994), the approach to data analysis selected as 
being most appropriate to this study. Grounded theory produces conceptually dense 
theory concerned with "patterns of action and interaction between and among variables 
of social units" rather than the actions of individuals (Strauss & Corbin, 1994 ). The 
constant comparative method calls for explanations of the "fit" of new data, 
explanations which become systematic statements of plausible relationships (Strauss & 
Corbin, 1994, p.279). 
The basic process by which grounded theories are built from data is through 
what is often called coding. The three major types of coding are (a) open coding; (b) 
axial coding; and (c) selective coding (Strauss & Corbin, 1990, p. 58). They are not 
staged for sequential use and a researcher may move among two or even three types of 
coding in a single session of data analysis. However, open coding, the part of analysis 
that pertains specifically to the naming and categorising of phenomena through close 
examination of data, is the first basic analytical step without which the rest of the 
analysis and communication could not take place (p. 62). Labelling phenomena and 
grouping them into categories requires increasing levels of abstraction on the part of the 
researcher using techniques which include questioning and analysis of smaller units 
such as words, phrases and sentences. These techniques are of particular importance in 
the early stages of analysis when the researcher needs to open up her thinking. 
Naming the categories so developed can call on concepts drawn from existing 
literature or original names created by the researcher. While the use of non-conventional 
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categories and frameworks may reduce the possibility of comparison with other related 
research, the use of existing frameworks may result in the omission of significant data 
which cannot easily be placed. Strauss and Corbin encourage the development of the 
theoretical sensitivity that enables the researcher to see the data with analytic depth, free 
of the blinkers imposed by prior assumptions, experiences and immersion in the 
literature. 
Axial Coding is a way of putting back together, in new ways, the data fractured 
during open coding. This process develops main categories linked to subcategories in a 
set of relationships denoting causal conditions, phenomenon, context, intervening 
conditions, action/interactional strategies and consequences as illustrated in Table 7 
developed from Strauss and Corbin (1990, pp. 99-107). 
Table 7 
Relating Axial Coding Subcategories Through the Paradigm Model 
A. Causal Conditions v. Breaking leg 
B. Phenomenon v. Pain 
c. Context v. Under conditions where pain is continuous, of high 
intensity, located in lower leg etc. 
D. Intervening Conditions v. Lack of training in first aid, no blanket, long way to 
go for help 
E. Action/Interaction strategies v. Splint the leg, go for emergency help, keep person 
warm. 
F. Consequences Reduced pain 
The development of categories through axial coding involves inductive and 
deductive thinking and, like open coding, is based on making comparisons and asking 
questions. 
Selective coding is the process which extends theme analysis and concept 
development, the results of open and axial coding, to the development of theory. 
Integrating concepts to produce a theory is a similar process to axial coding done at a 
higher, more abstract level of analysis. "It involves selecting the core category, 
systematically relating it to other categories, validating those relationships and filling in 
categories that need further refinement and development" (Strauss & Corbin, 1990, 
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p.l16). The developers of grounded theory acknowledge the difficulty of this stage of 
analysis, even for experienced researchers, but assert the usefulness of grounded theory 
procedures in assisting with the task. 
Applying grounded theory guidelines to the analysis of the data collected during 
the course of this study, involved repeated reading of transcripts of the three interviews 
that were conducted at each of the three case sites. Units of meaning in the form of 
words, phrases or clauses were transcribed to small, coloured slips of adhesive paper 
called sticky-labels. The use of different colours allowed the slips to be associated with 
specific interviews. The slips were further coded to indicate speaker identity and 
tentative categories. 
This form of organisation facilitated two cycles of data analysis. The first cycle 
was on a case by case basis and the second permitted the integration of concepts across 
cases. 
In the first cycle, preliminary analysis involved coding according to categories 
based on the three empirical research questions. Within these main categories, the data 
were further analysed into subcategories which emerged from the data. In this way 
"School-based Initiatives" a category drawn from Question 4, became sub-categorised 
into "Changes to School and Classroom Practice", " Professional Development" and 
"Collaboration" when it was observed that the related data could be organised around 
three such clusters. 
The relationships among categories can be explained in terms of the paradigm 
model (Strauss & Corbin, 1990) represented in Table 7. So, for example, the 
implementation of Student Performance Standards at any particular case site could be 
regarded as a causal condition resulting in the phenomenon of changed planning and 
assessment practices. These practices could, in turn, be considered within the context of 
more purposeful planning with respect to covering the specific outcomes required for 
reporting. In the case of St John's, the intervention of a strong curriculum leader by 
means of a range of supporting actions in the form of relevant professional development 
including designing new report cards, resulted in greater fidelity to the intentions of the 
reform at this school than at either of the other two schools. 
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These categories and sub-categories framed the reporting of the three cases in 
the first section of Chapter 4. The reporting of this stage of the analysis notes the 
researcher's responsibilities to present the voices of teachers (Day, 1995), through the 
inclusion of comprehensive extracts from interview transcripts. Teachers agreed these 
accounts were accurate representations of their opinion when member checking was 
undertaken at all three sites. 
The case by case organisation was then fractured in order to examine the data 
across schools through a second cycle of coding the pooled data. Data were grouped and 
regrouped as alternative classification systems were investigated for the purpose of 
organisation. Finally, a decision was made to employ a set of categories derived from 
the literature relating to teacher professionalism as discussed in Chapter 2. These 
categories were Accountability, Professional Knowledge and Practice, Autonomy, 
Professional Collaboration, Ethical Considerations and Teaching as a Service 
Profession. The decision to use this classification system was made on the basis that 
adequate investigation of possible categories had been made and that this system was 
the most comprehensive with respect to the nature of the interview data that had been 
collected. Data obtained through observation and the collection of artefacts were also 
well accommodated within this system. The results of this stage of the analysis were 
used to address the three empirical research questions as reported in the second section 
of Chapter 4. 
In a final stage of analysis, the categories were related through selective coding 
m ways that allowed more abstract relationships to develop within and among 
categories. This permitted aspects of the reform whose impact was perceived as of most 
significance to be integrated within a comprehensive framework which was used to 
report the findings contained in Chapter 5. Though a comprehensive review of related 
literature was undertaken prior to the design and conduct of research in schools (see 
Chapter 2), effective data analysis required continuous reading throughout the course of 
the investigation. 
Design Evaluation 
The intention of this project was to study the phenomenon, the impact of 
outcomes-based curriculum reform as implemented in schools administered by Brisbane 
Catholic Education, as thoroughly, broadly and as deeply as the researcher's time, 
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energy and resources permitted (LeCompte & Preissle, 1993, p. 317). The study has 
incorporated procedures in order that the understandings that have been derived from 
the evidence could be reported with some confidence and that these results will further 
theory and suggest additional lines of empirical inquiry. The research design has been 
embedded with procedures which ensured that the study satisfied evaluative criteria 
appropriate to qualitative research in order to achieve these aims. 
Evaluative Criteria 
Trustworthiness 
Concepts associated with establishing the soundness of social science research 
have, in the past, been derived from experimental models, a circumstance which, 
according to Mishler (1990), guarantees built-in failure with regard to demonstrating 
legitimacy. He challenges the applicability of typologies such as that of Campbell and 
Stanley (in Tschudi, 1989, p. 113) which lists a number of "threats" to validity such as 
testing regression, selection, experimental mortality and selection. The usefulness of 
this typology approach is questioned (Mishler, 1990, p. 418) on the basis that "no 
general, abstract rules can be provided for assessing overall levels of validity in 
particular studies or domains of inquiry"; and that "no formal or standard procedure can 
be determined, either for assigning weights to different threats to any one type of 
validity, or for comparing different types of validity". Mishler (1990, p. 418) proposes 
"validation" rather than "validity" as the more realistic term and defines it as "the 
process through which we make claims for and evaluate the "trustworthiness" of 
reported observations, interpretations and generalisations". "Trustworthiness" is also a 
term favoured by Lincoln and Guba (1985). Mishler (1990, p. 426) believes there are no 
standard procedures that will guarantee a study's validity, rather "all investigators have 
to adapt, convert and translate "standard" methods to solve their practical problems". 
LeCompte and Preissle (1993) and Lincoln and Guba (1985) agree on the limitations of 
applying standards of validation perfunctorily to qualitative studies as they can often 
involve conflicting and incompatible practices. Mishler (1990), Strauss and Corbin 
(1990, 1994) and Kvale (1989) are emphatic that validity measures are embedded 
throughout a study rather than a corroborative process conducted at the end. 
Accordingly, this study incorporated the experiences and advice of others with regard to 
trustworthiness while seeking to avoid the application of "pat" formulae in 
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inappropriate contexts and any undesirable consequences on the study as a holistic 
entity. 
According to Strauss and Corbin (1990, p. 252) distinctions need to be made 
among judgments related to the validity, reliability or credibility of the data, the 
adequacy of the research process and the empirical grounding of the research findings. 
Establishing the Trustworthiness of Data 
Lincoln and Guba ( 1985) suggest a number of techniques to guide researchers in 
making claims for the trustworthiness of their data. Their techniques address issues of 
credibility, transferability, dependability and confirmability and parallel the 
conventional, criteria usually associated with quantitative research - internal validity, 
external validity, reliability and objectivity. Selected techniques from each of the four 
areas were applied throughout the study. 
( 1) Credibility: Prolonged engagement and persistent observation were 
achieved by means of the researcher's contact with participants as part of her role as 
visiting curriculum consultant. This was her eighth year of association with the schools 
involved and she had known several of the teachers for the entire period which has 
helped build trust. This familiarity assisted her in detecting personal distortions due to 
her "otherness" from the group and also the unintended distortions introduced by the 
respondents. Some of these distortions could be attributed to situated motives such as 
wanting to please the investigator, saying the "right" thing to someone from "The 
(BCE) Office" or perhaps, from lack of interest in providing a considered opinion. 
Lincoln and Guba (1985, p. 303) also alert the researcher to the possibilities of 
deliberate distortions and the need to combat this problem. Likewise, LeCompte and 
Preissle (1993) caution against spurious conclusions and urge the researcher to be 
sensitive during the course of the study to sources of bias and contamination rather than 
waiting to detect them during post hoc analysis. 
Different modes of data collection (interview, observation and artefacts) were 
methods used to ensure triangulation. In addition, raw data in the form of transcripts and 
field notes was collected and recorded throughout the inquiry for future reference. 
LeCompte, Milloy and Preissle (1992) and Lincoln and Guba (1985) also stress the 
importance of including negative or discrepant data. A final technique for establishing 
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credibility was member checking (Miles & Huberman, 1984 ), a process by which data, 
analytic categories, interpretations and conclusions were made available to the teachers 
from whom data were collected in order to check intentionality, detect errors of fact and 
interpretation, provide opportunities for further data collection and to progressively 
summarise and document the validity of the data. The schools were visited after the 
three site analysis reports had been drafted. Teachers considered the reports and, after 
proposing two minor changes relating to previously omitted information, accepted them 
as accurate accounts of implementation of at all three sites. 
(2) Transferability: "The purpose of grounded theory is to specify the 
conditions that give rise to specific sets of action/interaction pertaining to a 
phenomenon and the resulting consequences only" (Strauss & Corbin, 1994, p. 251). 
Theory is not generalisable beyond those specific situations. It is therefore not the 
researcher's responsibility to ensure transferability. However, adequate thick 
description, related to such issues as the context and methods of data collection and 
analysis, has been provided in order to make transferability judgments possible by 
potential appliers (Lincoln & Guba, 1985, p. 316). The contextual information (see 
Chapter 2) and the initial analysis of data (see Chapter 4) presented in the form of three 
detailed case studies illustrate the researcher's commitment to providing adequate 
evidence of the conditions and activities associated with the implementation of SPS. 
(3) Dependability: Lincoln and Guba (1985) use the term "dependability" in 
rough correspondence to the quantitative inquiry term "replicability". While this 
concept is generally inapplicable to social/psychological theory (LeCompte & Preissle, 
1993) Strauss and Corbin (1994, p. 251) repostulate this as: 
given the same theoretical perspective as the original researcher and following 
the same general rules for data gathering and analysis, plus a similar set of 
conditions, another investigator should be able to come up with the same 
theoretical explanation about the given phenomenon. 
LeCompte and Preissle (1993, p. 335) emphasise the influence of context on the 
content of ethnographic data. The naturalness of the settings in which this study was 
conducted meant that replication could be, at best, only approximated. The thick 
description provided in the report, particularly in the background sections and the three 
case studies should again allow potential replicators to make their own judgments. 
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( 4) Confirrnability: Triangulation methods, described earlier with respect to 
credibility, also contributed to the confirmability of the study, the likelihood that others 
may interpret the data in the same way as the researcher. In addition, raw data, analysis 
records personal notes and records of instruments (schedules and survey) are applicable 
to confirmability. 
Establishing the Trustworthiness of the Research Process 
Strauss and Corbin (1990, p. 253) suggest evaluative criteria for establishing the 
trustworthiness of the research process in relation to significant components of the 
research process that led to the findings reported. The types of information they suggest 
as serving the purposes of evaluative criteria relate to sample selection and the data 
analysis process. 
At the proposal stage of the study the first of these criteria was addressed in 
relation to sample selection. The factors which determined the selection of the original 
sample were based on both theoretical and practical/logistical considerations which 
were explained in an earlier section. 
The data analysis process has been indicated in the organisation of this report 
which demonstrates the major categories which emerged in the initial stages of the 
analysis (Chapter 4) and then proceeds to the greater degrees of abstraction evident in 
the hypotheses pertaining to conceptual relations as contained in Chapter 5. 
Discrepancies of experience among the sites were reported and accounted for whenever 
explanations could be obtained from the data. Significant but inexplicable discrepancies 
are addressed as directions for further research in Chapter 6. 
Establishing the Trustworthiness of the Empirical Grounding of Research Findings 
In this study trustworthiness has been established in a number of ways. As 
advocated by Strauss and Corbin ( 1990) concepts have been generated that go beyond 
the commonsense to the theoretical. This study endeavoured to use existing theoretical 
constructs and definitions wherever possible in analysing data in order to avoid the 
merely commonsense and the idiosyncrasies which discourage shared understandings 
with others. At the same time care was taken to avoid the pitfalls associated with too 
heavy or too early a reliance on the classificatory systems of others - pitfalls such as 
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premature classification and mechanical reduction resulting in trivialisation of results 
(LeCompte & Preissle, 1993. p. 336). 
As analysis developed and cases were compared, concepts were linked across 
sites which then permitted conceptual linkages to be made. The generation of more 
conceptually dense concepts occurred as the themes described in Chapter 5 emerged 
from the data. These themes served to describe the nature and extent of the findings 
resulting from the research. They also exploited the richness of the data that had been 
collected in order to provide broader explanations of the impact of outcomes-based 
curriculum reform that those that had resulted from earlier studies. As analytic 
processes were applied, processes such as member checking were undertaken in order to 
strengthen the trustworthiness of the study design credibility and confirmability. 
Through attention to these issues it is assumed that this study has provided 
satisfactory answers to Mishler's (1990, p. 429) questions: 
What are the warrants for these claims? 
Could other investigators make a reasonable judgment of their accuracy? 
Would they be able to determine how findings and interpretations were 
"produced" and, on that basis, decide whether they were trustworthy enough to 
be relied upon for their own work? 
Through the availability of the data in the form of the texts used in the analysis, 
the full transcripts and tapes that can be consulted by other researchers, the methods that 
transformed the texts into findings and the direct linkages shown between data, findings 
and interpretation it is intended that the study is able to establish satisfactory responses 
on all counts. The ultimate test of its credibility will be the response of decision makers 
and information users (Patton in Kvale, 1989, p. 87). 
Summary 
In investigating the impact of outcomes driven curriculum reform on teacher 
perspectives of professional practice, this study called on methodology which 
incorporated an ethnographic approach. Grounded theory guidelines were applied to the 
analysis of data and findings are reported as three case studies. 
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The ethnographic aspect is included in order to capture the holistic nature of the 
innovation by placing it within a broad context. The use of ethnography was a 
possibility because of the researcher's role as a curriculum consultant working with 
schools from which the teachers were selected. A grounded theory approach to data 
analysis demonstrated the inductive, open nature of the inquiry and its constructivist 
underpinnings. The focus on school sites and individual or small groups of teachers 
means that the investigation also constituted a multi-site, or collective, case study. 
In preparation for the investigation the researcher considered issues of potential 
significance as they occurred in her working practice with classroom teachers and in 
literature pertinent to the reform. The literature was reviewed in Chapter 2. The 
researcher also complied with recommended ethical guidelines and obtained permission 
to conduct the study through application to Brisbane Catholic Education's research 
review committee. Ethical principles which influenced the research design ensured that 
the findings were intended to contribute significant educational knowledge, participants 
were made fully aware of the project's purpose and processes and were not subject to 
special treatment such as additional professional development or resource provision that 
would influence the outcomes. The researcher prepared for the study in such a way as to 
link her work to other studies in the field 
Teachers were invited to participate in the initial stages of the project according 
to factors related to school size, year levels taught, timing of professional development 
activities and their anticipated compliance with the researcher's request. 
Data were collected by means of group interviews conducted at school sites at 
times significant to the introduction of the reform - prior to professional development, 
after moderation and after reporting to parents. Data collection by means of interview 
was supplemented by the researcher's ongoing observations as she encountered 
participants in various aspects of her role and through the collection of artefacts such as 
record books, report cards and unit outlines made available by teachers. 
Data analysis followed grounded theory guidelines. Analysis relied on coding 
which identified appropriate conceptual categories created and the establishment of 
relationships among these categories. Through investigation of appropriate categories, 
the decision to use those generated from the literature related to teacher professionalism 
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was taken. This classification system was sufficiently comprehensive as to capture a 
broad range of data and also enabled links to be made between this study and others. 
Claims for the soundness of the study were based on concerns appropriate to the 
conduct of qualitative research and addressed areas such as the trustworthiness of the 
data, the research process and the empirical grounding of the research findings. It is 
anticipated that this comprehensive account of the study which enables other 
researchers to examine factors relevant to these considerations will be developed in 
order to provide a strong basis for the acceptance of the findings of the study and 
consequent claims. 
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CHAPTER 4. PRESENTATION AND ANALYSIS OF DATA 
In this chapter the data obtained from the three interview sites during the 
adoption and early stages of implementation of the outcomes-driven curriculum reform 
SPS (English) are presented. Additionally, broad analysis of these data is undertaken 
with regard to the three empirical research questions viz: 
3. How do teachers understand and interpret curriculum policy initiatives 
related to outcomes driven reforms? 
4. What school-based initiatives were developed m implementing the 
reform? 
5. What is the impact of the implementation of reporting with Student 
Performance Standards in English on teacher perspectives of professional 
practice schools administered by Brisbane Catholic Education? 
These three questions only are considered here as the first two have been 
addressed in the literature review in Chapter 2. 
This chapter consists of three mam sections - i) a contextualising section 
reviewing background information on the reform and the three sites; ii) the presentation 
of analyses of the three cases; and iii) a cross-case analysis. 
The data for this investigation were collected during three rounds of interviews 
using an ethnographic approach as described in Chapter 3. The interviews were 
conducted between April 1996 and May 1997 - originally the period during which 
teachers were expected to have prepared for and reported in the first instance using SPS 
(English). All teacher and school names have been changed to preserve their anonymity. 
Names and numbers in brackets indicate comments from specific teachers and whether 
comments are taken from the first, second or third of the interviews (see Appendix A for 
interview schedules). Some data were also obtained through observation and the 
inclusion of artefacts such as report cards in the analytic process. 
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As outlined in Chapter 3, grounded theory guidelines have been followed in 
analysing the data collected at each school site. Teacher understandings, actions and 
responses related to outcomes driven curriculum reform were explored through an 
analysis based on the consideration of units of meaning from interview transcripts. 
Through a process of coding phenomena were labelled and grouped into categories. 
Data were first analysed on an individual school or case basis. The organisation of the 
three cases is based on the broad categories indicated by the three empirical 
investigation questions and sub-categories which emerged from the data. This analysis 
is reported as three cases in the second section of the chapter. 
The next stage in data analysis used axial coding processes in conjunction with 
organisational categories derived from the literature related to teacher professionalism 
after other categories has been explored. The data analysis process contained in Chapter 
3 discusses this choice of categories as one based on the "goodness of fit" between the 
data and these particular categories. The pitfalls associated with the use of existing 
classification systems were also kept in mind in order to avoid a mechanistic or trivial 
approach to the analysis of the data. In the third section of the chapter, this analysis is 
used to propose responses to the three empirical research questions. The chapter 
concludes by identifying the issues which have emerged from the data as a result of a 
selective coding process applied to the data in order to integrate concepts at a higher 
level of abstraction. These issues will be examined in detail in a further analysis section 
presented in Chapter 5. 
Background to the Study 
. In order to contextualise the interview data the chapter begins with a background 
summary of information in relation to the SPS initiative, the teachers and their schools 
and relevant perspectives and practices prior to the implementation of SPS. 
SPS - A Review 
Profiles in eight key learning areas were developed through national 
collaboration in the early 1990s. These profiles were designed to provide descriptions of 
student performance in order to promote uniform, consistent reporting among teachers, 
schools, systems and states. Profiles are organised according to eight levels of 
achievement attained during the compulsory years of schooling, typically Years 1 to 10. 
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Each level of achievement is described at three levels of detail: i) a general level 
statement; ii) outcomes in each of the strands (and sometimes substrands) used to 
organise the Key Learning Area; and iii) pointers which provide examples of more 
specific behaviours students may perform when demonstrating achievement of the 
outcomes. 
In Queensland, the English profile was revised in order to reflect more closely 
the approach and terminology contained in the current English syllabus. Key features of 
this revision were the more general nature of the outcome statements and the removal of 
the pointers to prevent their conversion into checklists, an "atomisation" of the syllabus 
its writers wished to avoid. 
A recommendation in "Choosing Our Future" (Brisbane Catholic Education, 
1995), the BCE strategic plan for curriculum, was that schools work towards reporting 
student achievement in English using SPS by the end of 1996. This recommendation 
applied only to teachers of Years 4 to 7 in primary schools as the lower school used a 
different reporting tool, the Early Years Developmental Continuum (EYDC). At the 
time this plan was under development, state schools in Queensland were also committed 
to the implementation of SPS (English). However, a number of political and industrial 
events prevented implementation in state schools. BCE schools therefore undertook SPS 
implementation under different conditions from those that had been expected. The most 
significant differences being that the SPS (English) document was never finalised and 
BCE teachers worked with several successive drafts during 1995-96 until work on the 
project ceased in August of the second year. The uncertainty raised by the apparent 
abandoning of SPS by Education Queensland has also had an impact on teacher 
attitudes to SPS implementation in BCE schools. 
On a system level, SPS implementation was supported by introductory 
workshops presented by consultants and the organisation of interschool moderation for 
teachers of Years 4 to 10 on the Professional Development Day scheduled each year on 
the third Monday of Term 4. 
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The Teachers and Their Schools 
The following section provides brief descriptions of the teachers' positions 
within the school and a summary of the reform as it was enacted at each of the three 
school sites. Teacher characteristics are also described in Chapter 3 in relation to sample 
selection. As is evident from these accounts, each of the schools engaged to some 
degree with the implementation of SPS, but there were significant differences in the 
level of engagement and consequent levels of implementation. By chance, the three 
schools selected for this study represented the three main categories of SPS 
implementation, that is i) reporting to parents using SPS numerical levels according to 
BCE recommendations; ii) making some use of SPS outcomes but not necessarily 
reporting according to levels; and iii) making no reference to SPS outcomes when 
reporting to parents. The St Patrick's teacher did not use SPS to report to parents, St 
Anne's teachers reported in a modified way and StJohn's teachers reported according 
to SPS numerical levels as well as providing supplementary information to parents. 
Technically, none of the schools showed high fidelity to the BCE recommendation to 
report in all three strands of English by the end of 1996. However, in some respects, 
implementation at StJohn's could be considered to have exceeded system expectations 
so frequent and thorough was their reporting, albeit in only one of the three 
recommended strands at the end of 1996. By 1997, this had increased to all three 
strands. 
St Patrick's 
Ian was a teacher of a Multi age Year 5/617 class at a small, inner-city school 
which included a high proportion of ESL students. As the Assistant to the Principal: 
Religious Education (APRE), he was released from his classroom for one day a week to 
undertake related duties which meant he shared some of his reporting responsibilities 
with part-time teachers. During the time in which the research was conducted he worked 
with three different relief teachers. Because the principal at the school taught a Year 3/4 
Multiage class she was also directly involved in reporting the achievement of students 
using the new SPS (English). 
Ian and other members of St Patrick's School staff participated in SPS 
implementation activities such as system organised inservice and interschool 
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moderation. However, in 1996 they decided to defer reporting student achievement in 
English using the SPS framework and level statements. The decision to implement SPS 
was again deferred at the end of 1997. 
StJohn's 
Terry and Eileen (Year 5) and Lisa and Anne (Year 4) taught at St John's, a 
medium sized school of approximately 400 students. Lisa was on a contract for 1996 
and was missing from the final interview as she had moved to an independent school in 
1997. Terry was the school mathematics lead teacher. Andy, a teacher referred to 
several times in the interviews, was the school English Key Teacher. 
Teachers at StJohn's used SPS outcomes and numerical levels to report student 
achievement in English at the end of Semester 1 and Semester 2 in 1996 in only the 
Writing strand. This was achieved by means of statements of outcomes developed by 
the teachers and customised to reflect the curriculum content covered at each year level 
(see Appendix D). In 1997 they added the other two strands, Reading and Viewing and 
Speaking and Listening and again reported at the end of both semesters. 
St Anne's 
St Anne's was a large suburban school in the Bayside areas of Brisbane. 
Because of its size it had three full time administrators, a principal, and Assistants to the 
Principal Religious Education (APRE) and Administration (APA). The APA was new 
to the school in 1996 and was gradually assuming responsibility for curriculum 
leadership, a role undertaken by the principal for the previous five years. There were 
four classes at most year levels and school structures and organisation encouraged 
teacher collaboration among year level colleagues. At the beginning of 1996 Alice, 
Andrea, Ursula and Lloyd all taught Year 5. When Andrea took maternity leave in 
Semester 2, she was replaced by Erica who moved to Year 6 in 1997. 
The school had made arrangements to report to parents using SPS at the end of 
1996. However, after interschool moderation in October of that year, staff successfully 
argued a case against full implementation and negotiated an alternative plan with school 
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administration whereby student outcomes would be indicated to parents but numerical 
levels would not be assigned. This practice continued throughout 1997. 
Perspectives of Professional Practice - Prior to SPS 
In order to establish a basis for considering the impact of outcomes on teachers' 
perspectives of professional practice, this section will describe what teachers in this 
study identified during the three interviews as being their perspectives prior to the 
implementation of SPS. As noted in the summary of literature in Chapter 2, the 
dimensions of professionalism relevant to the implementation of profiles/SPS include 
accountability, professional knowledge and practice, autonomy, professional 
collaboration, ethical considerations and teaching rewards. The organisation of this 
section therefore foreshadows the categories used in the final section of the chapter in 
order to facilitate comparisons of perceptions before and after the introduction of SPS. 
While much has been written about teacher professionalism, it is in actuality, 
what teachers experience it as being, not what others have written that constructs their 
perspectives (Hargreaves & Goodson, 1996, p. 22). Accordingly, these dimensions are 
used to construct the initial perspectives of professional practice based on the 
experiences and practices they reported during the three interviews. Direct quotations 
are attributed to specific teachers and specific interviews throughout this discussion. For 
example (Lloyd: 3) indicates Lloyd's remark is taken from interview three. 
Accountability 
All schools had formal accountability structures in place in the form of written 
progress reports supplied to parents twice a year. In addition, interviews were offered 
with all Semester 1 reports. Teachers used a variety of methods to communicate and 
support their professional judgments to parents. 
St Anne's teachers reported to parents using a test folder, work samples and a 
teacher assessment book. Parents had appeared to gain most information from formal 
testing. Report cards (Appendix C) used numerical codes to indicate very High 
Achievement (VHA), Sound Achievement (SA) etc. in a grading system similar to that 
commonly used in secondary school reporting. These were embellished with plus and 
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mmus signs to increase the scale. Report cards had three different codes covering 
Academic Achievement, Effort and Personal/Social Development. Ian (St Patrick's) 
used a report card (Appendix B) which allowed him to express the degree to which 
students were meeting class expectations along a series of continua. He stressed the 
benefits of the small size of the school which allowed a degree of informal contact and 
meant that the formal reports contained few surprises for parents. 
I think that being in a smaller school makes it a bit easier and the fact that we 
allow parents a lot they're got a pretty good idea of what's going on anyway and 
we try to keep them informed along the way through letters or notes. (Ian: 1) 
The report card at St John's (Appendix D) consisted of continua whose 
endpoints were described as "Excellent" and "Poor". There were no sub-headings other 
than for Reading ("Oral" and "Comprehension"). This information, though supported by 
test results and work samples, was based also on teacher judgment. 
With one exception, teachers preferred their current non-numerical approaches 
to reporting whether it involved using grades or continua. They showed little faith in 
numerical reporting. 
I say to parents the mark I have given your child or the grading I have given 
your child is not the result of what goes on in this test. It's an objective thing and 
it's also subjective thing on my part on what I believe they have done through 
the semester. (Eileen: 1) 
I know in the past in other schools I've been in there has always been the class 
average or something compared with the student. I think sometimes it can be 
harmful to the child more often than not because they're being compared. It's 
not showing you how well they're using their talents. (Ian: 1) 
Anne however, was concerned that the ease of interpretation of numbers meant 
that reporting based on other than numerical results was open to misinterpretation by 
parents and students. 
In the last few years we did away with numbers (on the report card). We have 
put a description (comment) and people with the ability of putting words down 
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nicely can probably hide a lot or the parents can interpret it the wrong way 
(Anne: 1). 
They (parents) only ever look at numbers. I find in the report card where 
children are given (ratings) for "Effort" and "Achievement", if they've got a 
very good "Effort" and a low "Achievement" they will see it as a very good 
rating. And you hear children say "I got six 'very goods' "but that's got nothing 
to do with the achievement level. (Anne: 1) 
Although most teachers were satisfied about their school's general approach to 
reporting, they were critical about some details. St Anne's report card headings were 
inconsistent with the English syllabus. Syllabus descriptions of "Writing" were in terms 
of what genres/texts the students were writing and for what purposes, their 
understandings of how writing is influenced by contextual factors such as audience, 
purpose, subject matter and medium, textual features and procedures. By contrast, St 
Anne's report card listed the dimensions of writing as "legible handwriting, spelling, 
grammar, punctuation, clarity and creativity". Teacher criticism of the report card 
related to these inconsistencies with the syllabus. 
I think in our school report card the language section needs to be looked at. 
Things like the section on genres, which genre you covered that particular term 
and how they did it, whether they put it in a structure, whether they write it. 
(Andrea: 1) 
That's (attitudes, processes and skills) not on our report card either and I think 
they need to be. Effort is but that's different again isn't it? (Ursula: 1) 
Opinion varied with respect to the perceived reasonableness of current 
accountability requirements. Ian considered the current emphasis on accountability was 
inevitable and was a necessity when teachers' work was in some way unsatisfactory. 
My way of thinking is that we're in an age of justifying what we're doing. I 
guess there was an outlook there in a way depending on how dedicated the 
teacher was and how well the principal was looking after the place as well. I 
guess it could have been easy enough to go through the system without doing 
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too much but I think you're being accounted for now. That's a big accountability 
thing but I think it's just a good thing for teachers really. (Ian: 1) 
However, conscientious teachers were thought to have few if any changes to 
make to their present practices. 
I think the good teachers are probably doing it all now anyway. (Ian: 1) 
I think it (SPS) is no different to what we've been doing for a while as teachers 
in a way. (Ian: 3) 
I thought teachers who already do their job probably had nothing to fear then 
anyway. (Eileen: 1) 
Ian was also optimistic about the effectiveness of increased accountability in the 
form of records of achievement that supported teachers' professional judgments, 
especially for use with questioning parents. 
When parents come and say they're not happy in a certain area if you've got 
structures there you can at least say "Well OK, this is the proof that I am doing 
it. This is where your child is at", and you won't be floundering with a lot of 
rhetoric trying to justify yourself, you've got it all in place in your classroom. 
(Ian: 3) 
On the other hand, some teachers feared that more precise assessment 
information could be used by critical parents in support of their complaints against 
teachers. 
Some parent do think that teachers don't do their job properly. As a matter of 
fact I was talking to a "relly" on the weekend and she was all down on the 
teachers. "I don't know what they teach .... " carrying on. I feel the child was 
probably levelling out now and her child was, in her words anyway, right up 
there with them and was quite bright and coping really well but now putting the 
blame back on the teacher and I just said to her very quietly, "Perhaps he is 
levelling out," and to come to the fact that they do level out. That is what I have 
encountered, so I think that perhaps some parents do think that teachers don't do 
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their job properly so heavens only knows what will happen now and we have to 
put a more precise level on the child and how they might fit. (Anne: 1) 
Ursula felt some parent and public concerns about declining literacy were 
justified as they were confirmed by her own perceptions. 
I think a lot of the children are corning through not being able to read and not 
being able to spell and they're corning through and I think this is what's worried 
parents. Obviously there's a lot of children leaving high school who can't read 
and spell and I actually know people who aren't really good readers or spellers 
and I'd say that came from either their junior schooling or their middle 
schooling. (Ursula: 1) 
Alice felt that teachers were unable to provide adequate attention to basic 
literacy, however, she argued that declining standards were due to an increasingly 
crowded curriculum, a situation which would not be reversed by demands for additional 
accountability. 
I'm concerned that in the papers we get flogged about the kids corning out 
without being able to read, write and do maths yet they're expecting us to do 
technology, media, sport has to be up there, everything has to be up there but 
where are the hours to do it in? Everything has got to have an assessment -
Viewing, Listening. How can we concentrate as much on reading, writing and 
maths as in the old days when they're throwing all this in? (Alice: 3) 
Teachers were all convinced that in the interests of justice, accountability 
procedures must recognise the context in which teaching and learning occurred as 
student characteristics influenced learning outcomes. 
Some classes are different to others. I'm going to get a whole lot further with 
this class than I did last year. We can't expect that all classes are going to be the 
same. My class last year wasn't ready to be exposed to anything- except electric 
chairs. I'm calm now. (Lloyd: 1) 
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We've got a very good school and the children are very responsive, aren't they, 
on the whole. Some of these ideas would be harder in other schools. I've taught 
in a couple of schools where they would be hard. (Ursula: 1) 
There is a lot of different circumstances at each school. We teach the same 
curriculum but the expertise from the kids is at different levels of course. (Ian: 2) 
Professional Knowledge and Practice 
As stated earlier, all schools had in place formal accountability procedures in the 
form of twice-yearly written reports and a mid-year interview. Formal measures were 
supplemented by informal parent contact. Reporting student achievement was based on 
a range of assessment practices. 
St Anne's assessment program consisted of formal testing, sometimes based on 
commercial resources such as "Quota Spelling", observation, anecdotal notes or 
checklists. There was mention of comparing averages when assigning grades on report 
cards. Mark books, observation books, sticky labels, criteria sheets for reading and so 
on were all cited as examples of recording assessment data. There was some use of 
criteria contained in the Western Australia program "First Steps" (Education 
Department of Western Australia, 1994 ), which was already in use in the junior school. 
Ian's (St Patrick's) assessment strategies consisted of checklists, regular tests, 
observation and "informal chats with the kids" (1). The assessment records he kept were 
uncollated and holistic rather than organised according to the English syllabus as the 
school report card, though organised at the instigation of the previous English Key 
Teacher according to the three SPS/syllabus strands (Speaking and Listening, Reading 
and Viewing and Writing) did not contain any sub-headings. 
Assessment at StJohn's was described as "traditional" by Terry. 
We set tests or pick up the information from other areas. I don't usually look at 
assessment until pretty well towards the end when it starts getting pressure time. 
(There is) some use of tests in commercial publications. They (parents) are going 
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to have a rough idea (of place in class) by how many average and above average 
marks (ratings) appear. (Terry: 1) 
However, though Eileen used tests, she went beyond test results when coming to 
professional judgments in describing student achievement. 
Testing confirms professional judgment. It's (assigning grades) a subjective 
thing. I just look at a whole semester's work and see how they've performed 
rather than a particular test... We keep examples of work and things like that. 
(Eileen: 1) 
In planning class curriculum programs teachers at St Anne's tried to use a 
holistic approach through such measures as the development of integrated or cross-
curricula units of work (Ursula: 1). Ursula, in particular, emphasised the importance of 
the teacher's role in students' attitudinal development and identified the intensification 
of teachers' work as being at odds with attending to student needs in this area. 
And this is what I think, if children have a love of learning and a love of reading 
and a love of things, they will learn. But if you're stressed out and saying, "Go 
away, go away, I've got to do this. I've got to do this," that part will be stressful. 
(Ursula: 1) 
Planning and assessment at all schools showed selective implementation of the 
English Syllabus and School English Program as was evident from the incongruities 
among the organisation of the English syllabus, assessment records and report cards. 
Teachers' later anxieties induced by the requirement to report to parents in areas such as 
Viewing, Speaking and Listening also indicated the omission of these aspects of English 
from previous curriculum programs. Programs therefore had a heavy emphasis on 
Writing and Reading at the expense of the more difficult syllabus modes and 
understandings. An interpretation of the syllabus as one that did not value imagination 
and creativity (St Anne's and St John's) indicated misunderstanding or incomplete 
knowledge of sections which stressed behaviours such as "transcending genres" and 
"using language in original ways" (Department of Education, 1994b, p. 35). 
At St Anne's there was a heavy reliance on commercial texts as the basis for 
units of work. 
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Jacaranda books gave you heaps of stuff to do so you did them because that was 
the theme. (Ursula: 3) 
Units of work at all schools tended to consist of a loose succession of activities 
rather than a purposeful sequence selected with the achievement of intended outcomes. 
Genres were chosen from recommended class lists but usually without clear goals in 
mind. 
We did everything associated with a topic rather than directing it towards a 
genre. (Ursula: 3) 
Just doing a whole lot of activities for the sake of a theme: (Erica: 3) 
... going down one narrow track. (Terry: 3) 
.... just being turned loose to write what their imagination allows them to write. 
(Terry: 3) 
Teachers valued a broad curriculum and were wary of the pitfalls of narrowing 
curriculum programs to suit the requirements of any particular test or set of indicators. 
(Teaching skills in isolation) in some cases is necessary but not so you're 
teaching just so you can cover the work in the key indicators (of "First Steps" 
[Education Department of Western Australia, 1994]) or whatever you have to 
do. I'm worried that you're going to be teaching to a test. (Alice: 1) 
... mindful of not teaching to the test. (Eileen: 1) 
Teachers at St Anne's used approaches to teaching that addressed the needs of 
individual students. They had organised a reading program, for example, that recognised 
"they're at different levels so the different strategies, different levels of books, different 
activities, different skills and different expectations". (Andrea: 1) 
It was evident that teachers evaluated their effectiveness and considered 
improvements to practice. 
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There's no doubt there's room for improvement in evaluation and applying what 
you learn from evaluation. I mean it's obvious. Looking at yourself you can 
think of a dozen ways you could improve. (Lloyd: 1) 
We could always do with inservice on where children are at and what are 
indicators of where they're at because obviously there's a lot of potentially good 
things about SPS. I don't see why we can't be inserviced in some of the 
techniques of sussing out where kids are at and how to help them if they're 
behind and stuff like that. That's logical. You could always do with more 
information in that regard. (Lloyd: 1) 
I think that when (in future) we set something like a written assignment that we 
have criteria drawn up before we start ... and that the children are marked on those 
criteria. (Ursula: 1) 
(Speaking about two colleagues with an expertise in English) It's good to get a 
different perspective as well. Sometimes you can be almost stagnant in the way 
that you teach so it's good to feed off others and change if you need to. (Ian: 3) 
However, teachers were generally dismissive of what they considered jargon or 
"all these new-fangled terms " (Ron: 3) and, in the main, the language they used to 
describe their practice was commonsense rather that technical. 
Terry felt that the role of the teacher was not curriculum development as was 
presently implied by the system requirement to collaborate on the documentation of 
school programs, a task he felt should be done centrally. He found the practice 
unjustifiable and inefficient because of the duplication of effort involved, the 
consequent waste of resources and the additional pressure placed on teachers. Teachers, 
he considered, were being distracted from their primary role function. 
I think they (teachers) should be putting their time in preparing their lessons 
they're actually going to teach in the classroom. I think they would enjoy that 
more. I think the children would get more benefit and I just can't see why we're 
doing it this other way. I'm one of the ones leading it this other way (Terry was 
the coordinator of the School Mathematics Program development committee) 
but I still can't convince myself that that's the best way to go .... I think some 
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teachers could be seconded to work in that area (school based curriculum 
development) but I don't think every teacher should be spending hours and 
hours of their time in that. (Terry: 3) 
Autonomy 
The perception at St Anne's was that, at any particular time, the approach to 
curriculum was imposed on the school, teachers stating they did not feel they had the 
power to question reforms. 
A few years ago they were talking about teaching the whole child and the 
holistic approach .... once again they've kind of turned around again to be kind of 
superimposed ... skills and everything like that has all got to be taught and we've 
sort of partitioned that off. (Ursula: 1) 
Ian (St Patrick's) at first felt the school had little control over externally imposed 
curriculum reforms, however, later aspects of reform were addressed in whole-staff 
decision-making forums. 
We talked about it as a staff even including the Year 1 and 2 teachers (who use a 
different reporting framework). We knew what the system wanted but I think 
you basically have to make a decision and say, "We know what's happening but 
are we ready to go about it (SPS)?" and we want to make sure when we do 
report (using SPS) that it has a quality nature to it. I never thought we felt 
pressured into doing anything. (Ian: 2) 
Though teachers perceived they had little control over the selection of content, 
they had exercised considerable discretion in choosing what they were interested in or 
able to teach and there were significant syllabus omissions common to all schools. 
Some teachers were more conscious of the control they exercised over the 
delivery of curriculum. 
I think the decision is being how to do it. (Alice: 2) 
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They made decisions about organisation and so were able to choose whether or 
not to integrate subject matter in units of work. They were able to use "chalk and talk" 
(StJohn's) or group teaching strategies (St Anne's) and retain their individuality. 
We as teachers, we've got to be individual. I don't think SPS or anything else is 
going to change that. (Ian: 3) 
While teachers valued their control over the delivery of the curriculum, they 
seemed prepared to trade some individual autonomy for more prescriptive guidelines 
during the early stages of curriculum reform. Activities that were rated highly 
concerned those with a focus on the practical implementation of the School-Based 
English Program such as clarification of the detail of content for specific year levels, 
becoming familiar with procedures for developing units of work that complied with 
school program guidelines and developing formulaic report card comments in line with 
syllabus intentions. 
They have to set us simpler guidelines. I know we're professionals but we've got 
to have definite interpretations. (Ursula: 2) 
Professional Collaboration 
Collaboration or collegiality in various forms was experienced by all teachers. 
The most common collegial activities were checking with colleagues as a form of 
reassurance and seeking and receiving assistance with teaching or assessment 
techniques. 
Teachers at all schools planned the curriculum collaboratively. 
We plan together since there's two of us up there. We do look at the different 
areas and say "OK, we've been doing so much here, let's try and do it more in 
this area to get that balance. (Ian: 3) 
Teachers not only planned together at St Anne's but had also developed 
management practices for some areas such as reading and integrated units where they 
taught and assessed collaboratively as well. 
92 
The four of us work a lot together on assessment. (Andrea: 1) 
In the afternoons ... I'm responsible for Art for this term for the whole four 
classes. Ursula's got Social Studies and Lloyd's doing a genre computer sort of 
thing and we're only responsible for that one subject which is great but we do 
integrate. (Andrea: 1) 
This type of collaboration was considered a necessity for enabling teachers to 
provide appropriate instructional programs for all students. Without the cooperation of 
colleagues they felt unable to address the needs of those who required individual or 
small group instruction without neglecting the remainder of the class. 
It's very hard unless we do what we're doing with the Reading Program. If you 
have a group of five children who are deficient in a certain area and you want to · 
use that (particular) teaching strategy, what happens to the rest? (Alice: 1) 
They would just be sitting there doing nothing, these slower ones. (Ursula: 1) 
And getting nothing out of it and not improving. So I found the strategies very 
helpful but putting them into practice on your own wouldn't work. (Alice: 1) 
Report cards at St Anne's were compared to ensure teachers had assigned 
comparable grades to comparable work, an optional form of moderation practiced by 
only some groups of teachers at the school. 
(We see if) your rating of a child is the same as our rating. (Alice: 1) 
We get together and do our own averages. (Andrea: 1) 
But not every grade does that and I think that could cause a few problems. 
(Ursula: 1) 
Ian (St Patrick's) valued teaching ideas from teachers with English expertise in 
the lower school. 
... someone like (Year 1 teacher), she's very much into the language and 
English. She's a fountain of knowledge. You can go and ask her for different 
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things. Having (ESL teacher) also as well. Between the two of them, especially 
with regard to English, you've just about got every base covered which is 
excellent. (Ian: 2) 
Teachers in larger schools tended to be drawn together only through being 
assigned classes on the same year level so Terry, who had in the past been the only 
teacher on his particular level had little prior experience of a close teaching partnership 
before 1996 when he moved to Year 5. Teaching the same year level, however, while 
necessary, seemed not sufficient to ensure a partnership developed. Knowing 
colleagues, respecting their expertise and getting on with them was also important so 
changes in staffing caused fluctuations in the levels of collaboration teachers undertook 
from year to year. Anne and Lisa had worked together closely in 1996 but, when Lisa 
left, Anne (for undisclosed reasons) was evidently not comfortable in a new relationship 
and in 1997 was working by herself. Ian also spoke of the importance of relationships. 
We had newer people on staff and as the years go on you get to know them 
better and we're very fortunate that we do get along very well here. If you need 
particular help in a certain area you don't feel embarrassed to go and ask 
someone because they will help. I think it (personalities and expertise) makes it 
a lot easier. I think it (collaboration) should probably happen in most workplaces 
but given the different personalities around sometimes it is harder than in a place 
like ours. We're so small it would be pretty obvious and I think the school would 
probably suffer. Fortunately we do get on and I think we've grown as the years 
have gone on too that in our level of commitment towards what we have has 
grown and I think basically we're on the same vision path so it makes it a lot 
easier. (Ian: 3) 
St Patrick's was the only school which reported whole school collaborative 
decision-making in relation to curriculum development. 
We talked about it as a staff even including the Year 1 and 2 teachers (who use a 
different reporting framework). We knew what the system wanted but I think 
you basically have to make a decision and say we know what's happening but 
are we ready to go about it (SPS)? (Ian: 2) 
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There was no evidence of other forms of collegiality such as observation, action 
research, peer coaching or mentoring. 
Ethical Considerations 
There was great awareness of teacher responsibilities to students, parents, 
colleagues and the wider community. 
Teachers showed sensitivity to the types of assessment information for which 
parents had expressed a need. 
They like to see it in black and white don't they, parents. The number of times I 
get asked, "But where are they in class?" "Are they coping?" "Are they at the 
bottom of the class?" (Kathy: 1) 
That's (concrete evidence of achievement rather than attitudinal development) 
what parents want to see though. They don't want to know he enjoys reading but 
he can't (read). (Alice: 1) 
They (parents) like to look at a number so testing helps out a lot (when 
reporting). Checklists and test results are used as a basis for reporting. I guess 
they always want to know how well Johnny's going against everyone else. (Ian: 
1) 
They (parents) like to know marks out of. They also like to know where the 
children are placed in class. How they rate with the others. (Anne: 1) 
However, teachers were also aware of potential conflicts between parent and 
student needs. 
I know in the past in other schools I've been in there has always been the class 
average or something compared with the student. I think sometimes it can be 
harmful to the child more often than not because they're being compared. It's 
not showing you how well they're using their talents. (Ian: 1) 
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I must say I avoid giving that information out (approximate place in class). I 
always find they want to know how is my child going. Not, how are they going 
against other children but are they going all right? Keeping up? (Eileen: 1) 
In general, these teachers acknowledged parents' needs for some type of 
"benchmarking" of assessment information in order to make sense of reports of their 
children's achievement. However, in providing this information they attempted to avoid 
the specific detail that enabled comparisons to be made as this was not considered in the 
best interests of the students. 
Teaching Rewards 
Teachers spoke of the enjoyment and satisfaction associated with teaching. They 
valued their relationships with children and attributed their success to establishing 
successful relationships 
I love teaching so each class that you get each year brings out the satisfaction of 
the job. (Ian: 3) 
However, there was a feeling of apprehension that the current climate of reform 
posed a threat to teaching rewards. 
I find teaching enjoyable and if you take that away ... (Lloyd: 1) 
I really enjoy teaching and I like kids and I like doing it but I don't want it to 
become stressful. (Ursula: 1) 
I get real fun out of it (teaching) but I want the kids to do well but then I get a bit 
stressed I suppose about are we doing it right? (Ursula: 3) 
I don't want to lose the enjoyment for teaching because if I do, I'm leaving. If 
you don't enjoy it you're not going to give your best. (Alice: 1) 
I still love it (teaching). I don't care (about the possible parent misunderstanding 
of SPS). Why wouldn't you? (Anne: 1) 
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Teachers were also apprehensive about the intensification of their workloads and 
their capacity to take on additional roles or implement further reforms. 
You can think of a dozen ways in which you could improve but I mean how 
much time can we afford to spend on it? I imagine most other people are the 
same but I'm working about as hard as I can now, just short of a heart attack and 
where's it going to come from? (Lloyd: 1) 
What's going to suffer to do it (SPS)? That's what I'm worried about. (Alice: 1) 
I feel in the last four or five years I've worked harder than I did in my first four 
or five years and the benefits are good but keeping up with assessment at the 
moment is putting a lot of pressure on us and I think that this (SPS) will just be 
over the top. (Alice: 1) 
There's that snowballing effect of the curriculum is still going and we're getting 
all these initiatives but you wonder have they (the system) really heard what 
we're trying to say out here. (Ian: 3) 
These teachers' comments gave strong indications that workloads had intensified 
in recent years and that most felt they were already working to capacity. While these 
comments lack specific detail regarding the nature of the tasks contributing to additional 
workloads, this had been a period in which the system had imposed several quality 
assurance measures. These included the implementation of the English syllabus and the 
development of school programs in English and mathematics. Program development 
guidelines involved whole school collaboration in discussion and decision-making, 
much of it related to theoretical aspects of discipline renewal. Program development 
also required the documentation of class and unit plans according to recommendations 
that were more rigorous than the approaches teachers had used in the past. There were 
however, indications that some comments such as those concerning the "snowballing 
effect of the curriculum" related as much to anticipated change as to changes that had 
already occurred. 
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Summary of Teacher Perspectives of Professional Practice Prior to the Implementation 
ofSPS 
Early in 1996, when these teachers began the implementation of SPS, they had 
already engaged in several years of professional development in relation to the 
implementation of the English syllabus. As a consequence, their perspectives of 
professional practice already showed some of the influences that would later become 
more marked as the take up of SPS got underway. 
All three schools in the study had in place accountability measures for reporting 
to parents and all report cards had moved away from previous practice of reporting 
using numerical indicators of student achievement in relation to that of others. Teachers 
were amenable to accountability requirements and any concerns expressed related to 
matters such as the alignment of reporting with syllabus requirements and coping with 
the assessment of an increasingly crowded curriculum. As teachers exercised 
considerable autonomy in respect to their assessment programs and the grading of 
student achievement, comparisons of performance among students, teachers or schools 
would have been extremely difficult to make or support. Teachers were anxious that 
outcomes-based reporting would enable parents and school and system administrators to 
make comparisons without recognising any associated injustice or lack of validity. 
It was evident that all teachers had introduced some of the content and 
approaches to assessment recommended in the English syllabus. However, 
implementation at all schools was highly selective with syllabus content omitted for a 
variety of reasons such as its lack of relevance or value for teachers or its conceptual 
difficulty. A further problem was that the framework used to organise the content of the 
syllabus, and therefore teachers' programs for planning, teaching and assessment, was 
different from the framework used to organise the SPS outcomes. This meant that 
assessment data required significant organisational change to align with the SPS 
framework. Teachers were sceptical of the value of some moves towards 
professionalisation such as the increasingly technical nature of the terminology in 
syllabus and support documents and their inclusion in whole-school curriculum 
decision-making activities. 
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Individual autonomy was determined by school administrative practices and 
varied from school to school, hence teachers at St Anne's were restricted by the Key 
Teacher's insistence on a comprehensive report card framework, Ian could teach as he 
wished provided he covered the school program, and teachers at St Anne's were 
relatively free to exercise professional judgment in referring to a range of syllabus and 
commercial publications. These teachers were most concerned about retaining control 
over their teaching approaches and less concerned with retaining control over program 
content other than when they disagreed with changing emphases in program guidelines. 
It is of note that the teachers who were most aware of influences to change from a fairly 
traditional teaching style were those from StJohn's where Andy, the Key Teacher, was 
engaged in his own post graduate research project whose focus was on the non-
traditional pedagogy of collective argumentation. 
Though teachers at all schools engaged in collaborative activity, school size 
appeared a significant influence on the form this collaboration took at each of the three 
sites. Ian, who taught three year levels had few opportunities for year level 
collaboration, but, the small number of teachers on staff facilitated whole staff 
participation in curriculum decision-making related to broad issues. Teachers at St 
John's formed informal year level partnerships. At St Anne's, the desire to support 
collaboration among year level teams was a major influence on school administrative 
procedures such as time-tables. The warmth of interpersonal relationships and the level 
of respect for colleagues' professional expertise also influenced the amount of teacher 
collaboration when it was left to teachers' discretion. Teachers reported no opportunities 
for collaboration with colleagues from other schools. 
Balancing the reporting needs of parents with those of students and managing 
the demands of an overcrowded curriculum while providing all children with 
opportunities to develop basic literacy skills were the two ethical dilemmas teachers 
raised. 
Teachers expressed the rewards of teaching in terms of the fun and enjoyment of 
working with children and were apprehensive about the erosion of their rewards through 
the intensification of their work. 
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The Three Cases 
The interviews with teachers investigated their understandings of SPS (English) 
and the changes it caused to their practice at various stages during the course of 
implementation. 
Data obtained from each school are reported separately and organised using the 
following categories derived from the third and fourth research questions. This 
organisation is used in order that analytical patterns and categories relate directly to the 
research questions 
i) Understanding and interpretations of SPS 
as an accountability measure; and 
in terms of implications for changed practice. 
ii) School-based initiatives arising from the introduction of outcomes-driven 
reform in terms of; 
changes to school and classroom practice; 
professional development; and 
teacher collaboration. 
The sections describing changes to school and classroom practice at each of the sites 
are organised to illustrate the significant "washback" effect on teacher practice that 
resulted from the implementation of SPS-based reporting procedures which became 
evident early in the study. Therefore changes to reporting practices open the section 
which then describes consequent changes to assessment, teaching and syllabus 
implementation. 
iv) Recommendations and predictions about the future of SPS. 
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The Case at St Patrick's 
Understanding and Interpretation of the Policy Initiative 
Accountability. 
Ian understood the introduction of SPS as a requirement for additional teacher 
accountability to the Brisbane Catholic Education (BCE) system and to parents . 
... we're in an age of justifying what we're doing and I just see the SPS 
as an extension of that. (Ian: 1) 
He felt this could be justified in some instances as factors such as principal 
supervision and teacher dedication varied from school to school and from teacher to 
teacher. In some circumstances, he believed it may have been possible for a teacher to 
evade the assessment practices used by good teachers . 
... there was an outlook there in a way, depending on how dedicated the 
teacher was and how well the principal was looking after the place as 
well. It could have been easy enough to go through the system without 
doing too much but I think you're being accounted for now. That's a big 
accountability thing and I think it's just a good thing for teachers really. 
(Ian: 1) 
The SPS reporting system could promote greater teacher accountability to the 
system by prompting teachers to review and adjust their curriculum development 
practices in order to justify their reporting judgments. In his opinion, 
.... by using SPS ... the standards will probably be raised to a certain 
degree because, as a classroom teacher, you're going to be responsible for 
reporting certain things so you're going to make sure you've got the 
evidence to back up what you're going to say and I think ultimately that 
means you're going to make sure that there's a varied curriculum and give 
the children a lot of opportunities to express themselves in different ways 
to make sure that you can say they're a Level four or five or whatever. 
(Ian: 2) 
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Ian had reservations about the effectiveness of SPS as a parent accountability 
mechanism, believing that parents were satisfied with the relationships and procedures 
already in place at his school. He was reluctant to use ratings or marks that would 
permit uninformed comparisons to be made among students though he conceded that 
this might have appeal to some parents " ... because they like to look at a number" (Ian: 
1). For the many ESL parents at his school a number might be easier to interpret than 
comments or progress as indicated on continua. At moderation he had become aware of 
the potential disadvantages of a system which might allow his small, low socio-
economic, NESB school to be compared unfavourably with a school only a couple of 
suburbs away catering for quite a different (upper socio-economic, well educated, 
professional) clientele. 
Ian was not aware of any demands for increased accountability from the parent 
community at St Patrick's and was doubtful of the capacity of the proposed SPS system 
to meet their needs. Discussions with other teachers at the 1996 moderation reinforced 
his reservations about the value of using SPS to report to parents. While some schools 
had positive experiences in reporting, others had experienced considerable difficulties 
with a number system which did not correspond with grades and parent explanations of 
levels that he considered "overboard" and "difficult to digest". He commented that 
everyone still had a lot of learning to do and believed that considerable parent education 
would be necessary to prevent misconceptions and misunderstandings. 
Implications for changed practice. 
Ian felt that an aspect of greater system accountability was a requirement for 
additional documentation of planning and assessment information . 
.. ,. make us put down in writing ... what we're assessing, ... that's a big 
accountability thing and I think it's just a good thing for teachers really. (Ian: 1) 
However, while additional documentation could be "clarifying what we're doing 
now as teachers", Ian had heard that, " ... there's a lot of apprehension through some 
other colleagues I've talked with. They're a bit frightened. They think it's a lot of paper 
work etc., etc" (Ian: 1). 
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Ian did not understand the requirements associated with the implementation of 
SPS as having implications beyond more documentation. He foresaw no impact on 
teachers' pedagogy or teaching approaches. 
I think the good teachers are probably doing it all now anyway. I guess 
it's just a way of making it a bit clearer in their minds by putting it down 
on paper to say well this is obviously what I'm doing, saying well a 
generalised statement attached to what I'm putting down on paper in a 
formalised way. (Ian: 1) 
Within certain restrictions imposed by the requirement to cover the School 
English Program, the principal gave Ian freedom to maintain his individual teaching 
style. 
As long as we're following the confines of that (Key Learning) area ... I 
. mean she's well aware of what we do, we give her unit outlines and that sort 
of thing so she's up to date with what we're doing, and as long as we're 
showing that we're following those guidelines, we're not told you must 
teach this way, you must teach that way. It's up to our own individual styles 
and as long as we cover the curriculum we're basically given free rein. (Ian: 
3) 
School-based Initiatives 
Changes to school and classroom practice. 
a) Reporting 
Prior to the introduction of SPS, St Patrick's report card had employed a system 
of continua rather than marks or grades to indicate student progress. Though they were 
aware that some parents were interested in knowing "how well Johnny's going against 
everyone else" (Ian: 1) teachers had resisted any system that made direct comparisons 
possible because of concerns for students' self esteem. 
Our report card tells the parent there are no marks, there are no 
numbers. It's more of a continuum, and to me, to say, the child is 
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coping well at the subject is more important than saying he is an A 
student or a B student or something like that. (Ian: 1) 
Ian felt the small size of the school encouraged a great deal of parent contact of a 
regular, informal nature so that formal reporting usually held few surprises. 
I think being in a small school makes it a bit easier as well and the fact that we 
contact parents a lot means they've got a pretty good idea of what's going on. 
We try to keep them informed along the way through letters or notes and that 
sort of thing, so I don't think there's any grey areas when I actually come to talk 
to them. Everyone knows exactly what's going on. (Ian: 1) 
St Patrick's report card had major headings consistent with those used to 
organise the SPS and syllabus strands. Staff did not go beyond their use of headings to 
incorporate SPS into the way they reported student achievement to parents during the 
research project. Initially they had considered how they might go about making the 
necessary changes to accommodate SPS reporting but, as a result of their exposure to 
the uncertainties of others and rumours that SPS was "stagnant in the state system" (Ian: 
3), they deferred any action. 
We knew what the system wanted but I think you basically have to make a 
local decision and say are we ready to go about it? We want to make sure 
when we do report that it is of a quality nature ... I think in fairness to the 
parents they need to know what SPS is about and in fairness to the kids 
and in fairness to our own selves we need to first of all be clear as to what 
we want .... I never thought we felt pressured into doing anything. Linda 
(the principal) gives us openness to express how we feel. (Ian: 2) 
We don't feel isolated or rebellious in any way because we know that other 
schools are probably in a similar situation. I don't think we feel like we're 
letting the ship down, letting the side down. (Ian: 2) 
The principal had the confidence to adapt the pace of change to suit school 
circumstances and also had the benefit of first hand experience in the matter as she 
taught a class and was herself involved in implementing the SPS reporting system. In 
1996, staff decided to defer using SPS levels for reporting to parents until 1997. Instead, 
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they decided to assign levels to students internally as a type of professional 
development exercise but to leave reporting virtually unchanged as far as parents were 
concerned. Changes to reporting were again deferred in 1997. 
As Ian's school did not report to parents using SPS he did not yet have the 
familiarity with the outcomes.document or the reporting procedure that results from first 
hand experience. Even classroom assessment data continued to be "holistic" rather than 
specific to particular strands, sub-strands or levels of the SPS framework. 
As a reporting procedure Ian thought that SPS had the potential to support 
teachers by clarifying what they were meant to be reporting on and encouraging them in 
more accountable record-keeping practices - a particularly useful practice when parents 
disagreed with the teacher's professional judgment. 
When parents come and say they're not happy, if you've got the structures 
there you can at least say, "Well OK this is the proof that I am doing it". 
(Ian: 3) 
b) Assessment 
SPS clarified for Ian the distinction between "assessment" and 
"evaluation", two terms he had previously used interchangeably (Ian: 1). Prior to 
the introduction of SPS, English Ian's assessment program consisted of a 
combination of tests and less formal measures such as observation, consultation 
with students and techniques which produced records such as checklists. Ian felt 
that test results had a lot of credibility with parents but he considered his checklist 
type of information gave a more holistic view of student progress. 
Though St Patrick's staff had decided to modify the pace of the introduction of 
SPS by deferring reporting by level, they did make some immediate adjustments to their 
management of assessment data. They had agreed to establish a system of individual 
student folios for the collection of SPS type information to support their intentions to 
assign SPS levels to students as an internal exercise. 
As a further development of the portfolio system, in 1997, Ian and his (new) 
teaching partner were involving the students more in their assessment by sharing the 
responsibility for the collection and filing of assessment information. 
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We've got little individual files with the kids' name on them and they're to 
tell us what bits of information they want to show their parents so, not only 
will we have the formal bits of assessment but we've got things that the 
children think are important to show their parents as well... (Ian: 3) 
This assessment data were also organised holistically rather than according to 
SPS strands. 
c) Teaching 
As Ian had anticipated, he had to make few changes to the way he taught or 
assessed - those changes that had been made being more organisational or managerial 
such as collating assessment material in a folio. 
I think overall my organisation has improved because you've got to 
organise yourself pretty well to make sure everything is legitimate and up 
to date like with checklists, talking to other colleagues to make sure how 
they are going, are we doing the right sort of thing? (Ian: 2) 
In a way the SPS tied in with a lot that I was already doing m the 
classroom. (Ian: 3) 
With the exception of this and the greater involvement of students in the 
selection of folio contents, Ian did not mention any explicit teaching or assessment 
techniques introduced to his practice as a consequence of his involvement in SPS. 
d) Syllabus implementation 
Ian said he was more conscious of the genres he was covering in his English 
program and was relating them more to SPS levels . 
... preparation wise ... you're aware of where you're trying to go and I think 
the goal is clearer now than it was before. I mean sure I've prepared before 
but this seems a lot more together as such. It makes more sense. It sort of 
brings things together a bit nicer. (Ian: 2) 
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Professional development. 
a) Inservice 
St Patrick's did not organise any school based inservice in support of SPS. This 
was partly because much of the English expertise within the school lay with the early 
years teachers who did not use the SPS reporting system and partly because of school 
size and structures which promoted working relationships characterised by frequent, 
informal contact. It was felt this type of contact allowed the exchange of professional 
development information among staff as needed and so removed the necessity for 
formal input from the key Teacher. 
b) Moderation 
Ian, along with other teachers from his school, did participate in interschool 
moderation in October, 1996. In preparation for this day, both he and Sr. Inez, his 
teaching partner, did some informal moderation and collected student work samples. In 
some respects he found the moderation process useful as a means of sharing assessment 
and reporting practices with other teachers and in alleviating some teacher anxieties. 
Days like Monday (the day of interschool moderation) helped to ease 
anxiety a bit because of the support and the fact that you're with people of 
similar year levels as well. The affirming nature of that I know for myself 
is a good feeling. You walked away saying, "Well, I'm not alone", even 
though you know you're not. The fact that you actually start talking to 
someone else about it and they're backing you up. (Ian: 2) 
I know at the end of the day we thought well, the anxiety, the unknown 
quantity, of this SPS is not as bad as it seems and we seem to be on the 
right track. (Ian: 2) 
However, even though moderation allayed anxiety to some extent, it did not 
remove all concerns. 
I think one thing that was fairly clear that carne out of the day was that 
there was still a lot of anxiety in a lot of schools and a lot of them are 
wondering if the system is really listening to that anxiety. From the start of 
the day there was a lot of anxiousness among a few members (of the 
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moderation group). They were wondering what the day was going to be 
like or what SPS was still about. Even at the end of the day that anxiety 
was still there. (Ian: 2) 
Collaboration. 
Though there was no formal professional development at the school level, all 
three staff members at Ian's school who were responsible for Years 4 to 7 engaged in 
informal discussions. Collaboration with colleagues was useful to check on " ... how they 
are going, are we doing the right sort of thing?" (Ian: 2). 
Inez and Linda (teaching partner and teaching principal) and I have been 
talking quite~ lot about it (moderation) and informally, Inez and I have 
done our own bit of moderation to keep abreast of what's going on. (Ian: 
2) 
Though there was uncertainty about the future of SPS when Ian was last 
interviewed in 1997, staff were, however, continuing to collaborate on the teaching of 
English in the school and to refine their assessment programs through practices they had 
introduced such as keeping student folios. The increased collaboration reported had 
resulted from the transfer to the school of teachers with a special interest and expertise 
in the teaching of English. Ian found interaction with his new colleagues stimulating to 
his classroom practice as " ... sometimes you can get a bit stagnant so it's good to feed 
off others and change if you need to" (Ian: 3). 
Ian also commented that the degree of collaboration depended on a number of 
factors such as trust and openness in addition to the existence of staff expertise. 
General Response to SPS 
In the early stages of the introduction of SPS (English), Ian reported that he 
believed standards might be useful in clarifying the assessment-reporting process. 
However, through informal teacher networks, he was aware that colleagues appeared 
apprehensive about the additional paper work that might be involved. He thought this 
was because of the pressure of the implementation timeline which may need to be 
slowed down. 
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I'm more of a person that likes to take things fairly easy and slowly to 
make it clear in my mind, I know the system has priorities and timelines as 
well, I sort of wonder if they're putting maybe a bit more pressure on 
teachers when they don't really realise it.... I wonder if they could 
sometimes maybe take a few steps back so they would allow a bit more 
freedom, but I mean there is pressure everywhere. (Ian: 1) 
Participating in interschool moderation in October had shown Ian that it was 
" ... fairly clear ... that there is still a lot of anxiety in a lot of schools and a lot of them are 
wondering if the system is really listening to that anxiety ... " (Ian: 2). Ian believed that 
organisation was the key to successful SPS implementation and that some teacher 
anxiety was due to poor organisational skills rather than SPS. However, some schools' 
attempts to organise SPS data " ... seemed well and truly overboard and ... that's 
obviously going to crush the confidence and even the working ability of staff because 
it's like a twenty page booklet (for each student) .... (with) a checklist on every single 
thing ... " (Ian: 2). 
Ian reported a love of teaching, that each class brought out the satisfaction in the 
job and though 
.. . a lot of people had bagged the SPS concept .. .in a way I think it's 
stopped and made us think about our profession a bit more .. .if that 
continues I think the satisfaction level is probably going to be more. The 
initial stage is always the hardest, trying to get it up and going and getting 
yourself to change, but once it's in place it really is a way of making 
teaching a lot easier and once it becomes part of your teaching you've got 
that time to enjoy it instead of worrying, "Have I got this, have I got that, 
how much paper work do I have to do?" Getting structures organised is 
always the hardest, I mean constraints of time and being pulled in different 
subject areas does make it tough but I think it's a useful tool though. (Ian: 
3) 
Ian associated the changes he was experiencing with perceptions of teachers as 
professionals. 
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It's been a slow process but I think the profile of a teacher has obviously 
changed recently. Out in the public there is still a bit of unacceptance of us 
as professionals. I mean this is a word and there hasn't been a lot of talk 
about how professional we are or the extent of our profession. I think over 
the past few years with Enterprise Bargaining and various things like that, as 
professionals starting to look at ourselves and saying yes we do need to 
become more professional and with that will come a bigger and better 
profile of the profession. It can't happen overnight because ... we've had 
some unhealthy structures around us for a long time. I think things like SPS 
and the way we look at curriculum now is changing the face of teaching and 
changing teachers in a way. Not the way we teach but the way we're 
perceived by the public and I think we're getting more recognition for what 
we do after a long time. I think parents are a lot more aware now of the 
different pressures you're under. (Ian: 3) 
At the third interview, though Ian made many positive and confident statements 
about the benefits of SPS, he finished with some sentiments that implied he was still 
anxious about aspects of the change. He mentioned a need for support because " ... you 
want to feel like you're not the only person doing it (SPS) or you're not the only person 
in this situation, ... because sometimes you wonder if you are being heard what we're 
trying to say out here. That air of uncertainty is the big thing and wondering what is 
really expected of us. There's no consistency around .... there are so many different 
variants you wonder what is going on" (Ian: 3). 
There was also uncertainty about the future of SPS because of industrial banns 
imposed by the Queensland Teachers' Union. 
We're a bit up in the air with regards to SPS like where it was going. We 
heard the beginnings of rumours that the idea was almost going stagnant 
in the state system. Other teachers that we had spoken to were a little bit 
up in the air as to where to go as well, so we decided to hold off to see 
what the system as such was going to talk about. (Ian: 3) 
A lot of people are saying well if the state system isn't doing it why 
should we? Why should we continue to flog a dead horse sort of thing? 
The whole concept is a bit scary to some people. There is probably 
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something in the back of my mind that even though I think it's a good 
thing in a way, but if one system has called a halt to it, you wonder why 
we would want to continue on. I think that area of uncertainty is a big 
thing and wondering what really is expected of us. You hear from around 
the traps that one's definitely doing it, one's not sure if they're going to 
do it, one like ourselves, we're not going to do it. I mean, do we really 
know what we're doing or should we do it or, you know what I mean? 
Like, if everyone was doing it then it would be fine. Everyone would say, 
"Beauty, we're all going together". But, because there are so many 
different variants, you wonder what is going on. (Ian: 3) 
Uncertainty about the future of SPS made teachers reluctant to implement 
practices that might have only a brief application. 
We have talked about using the (SPS) Parent Descriptors in some way ... 
(but) the way we think is, that if the SPS concept gets thrown out as such, 
and we change the report card to a large degree and then we don't use 
them, there seems to be a lot of effort so you hold off a bit more just to 
see where things are going. (Ian: 3) 
The school did not change the report format to provide for reporting using SPS 
(English) levels at the end of 1997 because of this uncertainty and because of a 
perception that Brisbane Catholic Education's position on this was more flexible than 
they had originally thought. It may be inferred from this decision that school 
compliance had more to do with system authority than with perceived benefits from 
improved professional practice in relation to assessment and reporting. 
Ian was uneasy that so much effort was being directed towards only one subject, 
English. He described other subject areas as "almost stagnant" (Ian: 1) which to him 
was a matter of concern. 
He approved of the series of Teacher Convocations, by means of which the then 
director of Catholic Education was to conduct a large-scale consultation of classroom 
teachers as he had little indication that administrators were listening to the concerns and 
needs of teachers in the system or lending a sympathetic ear to what teachers were 
saymg. 
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Sometimes you wonder if you are being heard. There's the snowballing 
effect of the curriculum that is still going on and we're getting all these 
initiatives. You wonder have they really heard what we're trying to say 
out here. (Ian: 3) 
Recommendations and Predictions 
Ian also continued to feel disquiet that the levels of support teachers were 
receiving were not being increased and considered that teachers needed encouragement 
in the form of more inservice and resources to realise the potential benefits of SPS. In 
particular he would have liked more opportunities for interschool moderation though 
considered it might be costly to achieve. 
meeting with people of similar grades, people that are in the same 
predicament that you might be in yourself is therapy enough sometimes. To 
be able to say, "Well, what can you do or what do you suggest?" I think 
that's always very helpful rather than just doing it alone. Let the world cave 
in around you and it's too late then. (Ian: 3) 
He would also have liked more system support such as more structure or 
guidelines in assigning SPS levels to student work and in comparing work samples 
across schools which he described as "like chalk and cheese". 
If Catholic Education made a decision to say in English we would have a 
standardised piece of writing, a standardised reading type of thing and a 
standardised listening exercise. We all hand in different types of things 
whereas if it was all standardised to a certain degree and it was all very 
similar maybe SPS would be a lot clearer because you automatically would 
see a difference and then you could compare. OK (different) cultural 
backgrounds would still come into it and all your local factors but at least 
there would be some uniformity in the assessment. ... I think if everyone 
was doing that the anxiety levels would be down and you wouldn't ... be 
floundering .... we're doing it but we still don't know how to go about it.. .. it 
(would) give you a definite track to follow. (Ian: 2) 
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Summary of Implementation at St Patrick's 
Ian, as a part-time administrator, viewed SPS as an accountability 
requirement that would support administrators in their curriculum supervisory role 
and support teachers in making professional judgments about student achievement. 
However, he also recognised potential disadvantages from a reporting system that 
allowed uninformed comparisons to be made among teachers and students without 
recognising contextual differences and which may not be accessible to parents. 
After an early decision by the staff to defer implementation, Ian made few changes 
to his practice though he did refer to the school program more often when planning 
with the result that his programs felt more purposeful. No further changes were 
made in 1997 or 1998 when a revision of the school report card included no 
changes related to SPS. 
St Patrick's undertook little professional development in preparation for 
SPS implementation though Ian did attend the interschool moderation in 1996. This 
confirmed his awareness of some of the implementation problems associated with 
SPS and affirmed the school decision to defer implementation. 
Though Ian made many positive comments about outcomes he also made 
frequent references to his anxieties about the pace, scale and practicality of the 
reform, uncertainty about its future and frustration at seeming system insensitivity 
to the impact of the reform on teachers' working conditions. He recommended that 
system support take the form of enforcing more consistent implementation, more 
professional development including more tightly structured interschool moderation 
activities. 
The Case at StJohn's 
Note: Interview 3 was conducted under very trying circumstances for teachers 
due to nearby playground noise. As Anne was furthest from the recorder and is softly 
spoken, some of her remarks were inaudible towards the end of the session when 
external noise was loudest. Consequently, her opinions may not be fully represented. 
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Understanding and Interpretation of the Policy Initiative 
Accountability. 
Teachers at StJohn's had interpreted SPS as an accountability measure. Eileen 
felt there was a "suspicion" that SPS were introduced to make teachers more 
accountable through additional record-keeping. Though teachers have a lot of 
information about children's achievements in their heads after working with them for 
twelve months "it's probably good to have something on paper to back up what you 
think". (Eileen: 2) 
Accountability was an issue at all levels of teacher responsibility - to students, 
parents, the BCE system and the federal government. Teachers at this school still felt 
their professional judgment, which was based on their knowledge of students gained 
throughout the year, was a much more reliable indicator of achievement that an SPS 
number which caused them to be critical of the figures and concepts forming the basis 
of the then current literacy debate initiated by the federal minister for education. "I'm 
wondering if there's pressure coming from society outside onto the teaching profession 
in terms of the public perception that kids are leaving school and they can't read or 
write ... so Cath Ed are making us more accountable." (Eileen: 3) 
Eileen was critical of aspects of the public debate on literacy. 
I question the whole literacy thing. I mean they're comparing apples 
with oranges. What does literacy mean today as compared with twenty 
years ago? You've got to bring technology into it and I wonder what 
they mean when they say children aren't as literate or they're more 
literate. What exactly are they measuring and do these tests they 
propose measure what they ought to be measuring? (Eileen: 3) 
In Eileen's opinion those teachers who already did their job properly had 
nothing to fear from parents or the system, and that greater accountability measures 
could be considered a good thing for the profession. However, Anne was concerned that 
greater accountability to parents by means of SPS would give disgruntled parents more 
ammunition to use in challenging teacher judgments and capabilities. As parents had 
misunderstood aspects of previous written report cards, there was a concern that SPS 
numerical levels might also be open to misinterpretation, especially as levels did not 
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correspond to years of schooling which meant that students would generally require 
more than one year to progress through any level. The possibility was also raised that, in 
the early days of implementation, different teacher interpretations of levels and how 
they are assigned might result in students actually being assessed at a lower level than 
the one assigned the previous year with consequent erosion of parent confidence in 
teacher judgment. One solution proposed to this problem was the use of student work 
samples to support specific SPS outcomes. 
It was thought it might take several years before parents got used to the new 
system. 
Implications for changed practice. 
Because of a number of school-based inservice sessions, teachers had 
investigated an expanded range of assessment practices quite early in the 
implementation process. These included tests (mainly at the end of a unit of work or 
semester) and the ongoing collation of work samples. There was a level of unease about 
end of unit tests as teachers felt they were at risk of "teaching to the test", a practice 
they considered unsound. The new system of reporting was also perceived as requiring a 
change in current written reporting formats which showed student achievement on a 
continuum. There was some doubt that this would address parents' predominant interest 
which was how their children were progressing in relation to the rest of the class. It was 
also anticipated that there would be a need to reconcile some differences of opinion 
among staff members about the future format of the report card. 
Other concerns related to issues such as the legal and logistical aspects of storing 
school records and whether work in progress or final product was the more appropriate 
assessment focus. 
In general, teachers perceived a certain amount of local autonomy to decide 
many of these issues related to SPS reporting at the school level. "As far as the boss is 
concerned, we've had lots of freedom. Perhaps we've had a few arguments with our 
Key Teacher. He has his ideas and we have ours" (Terry: 2). With regard to autonomy 
over classroom programs there were two perspectives. On the one hand, it was argued 
that teachers would now have greater control over classroom programs than in earlier 
days: 
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I think there are far less outside influences these days. It is really up to us. 
I'm just thinking of when I first started teaching and you were given the 
workbook and told to copy it, you must teach this, you must teach this and 
this but now we're just given a range of things we can do and it's up to us to 
make up our own programs. I mean we're being told what to do in terms of 
reporting but in what I actually teach in the classroom I feel that's entirely 
up to me. (Eileen: 3) 
However, a counter argument was put that teachers would now be restricted in 
their programming because the English syllabus, as reinforced through SPS reporting 
formats, created certain expectations by making achievement indicators explicit in terms 
of the genres to be covered at each year level. 
There is an expectation that you will have covered a certain number of 
genres, for example in writing, whereas, this is going back a lot of years, if 
you only covered two or three genres in the year nobody would have asked 
any questions but now, because of the way we're reporting, you really 
need to have covered a fair number. (Terry: 3) 
I feel we can't extend on those nice things we used to do because we don't 
have the time. (Anne: 3) 
The reporting requirements initiated by the school instituted a further form 
on control exercised by Andy, the English Key Teacher. 
I think one reason that Andy is leading us, one reason why he'd so keen 
about this (new) written type of format for Writing is that we will continue 
to include different genres (in our programs) because the first sentence is 
"Your child's performance is reflective of the following pieces of writing" 
so you have to list (the genres) newspaper report, information report, 
project or whatever. He's keen that that (wording) stay there for that very 
reason so that really does provide you with a little bit of direction in the 
classroom that you might not otherwise have had. (Terry: 3) 
Other comments indicated that changes associated with SPS implementation 
were promoting a specific style of teaching that did not necessarily match teachers' 
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preferred styles. Terry felt newer techniques which provided children with opportunities 
to construct their own learning were, in many instances, not as efficient as his preferred, 
traditional style. He felt he was progressing more slowly through curriculum content 
and consequently able to cover less work with the students. 
There are some pressures that are encouraging you to teach in a certain 
style. Most of which I struggle against. We all have our different styles of 
how we want to teach. I'm a very traditional teacher. I like to stand at the 
blackboard with my piece of chalk and explain things and I get frustrated 
waiting for different groups to come up with an answer. I just can't cope 
with that and I think they're going to learn a lot faster if I'm out there 
explaining it to them than stumbling around in the dark by themselves. 
(Terry: 3) 
Anne supported Terry in considering traditional methods more efficient, 
particularly for basic literacy skill acquisition and expressed misgivings at the 
effectiveness of alternative approaches. 
How will they know whether they can spell or read if they're not getting 
that initial chalk and talk? (Anne: 3) 
School-based Initiatives 
Changes to school and classroom practice. 
a) Reporting 
Previous written reports on student work at this school had shown student 
achievement on a continuum scale with progress indicated by movement along that 
scale. However, sometimes test results had been disclosed to give parents a general idea 
of relative student progress. 
Teachers first used SPS to report student achievement in one of the SPS strands 
(Writing) at the end of Semester 1 (1996). To do this, teachers from all relevant year 
levels had developed level descriptions (based on a BCE resource) which corresponded 
to the School English Program and discussed the type of assessment data they would 
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need to collect to back up their assessments. The descriptions of achievement teachers 
had developed were customised to each year level. 
(They were) varied to suit the level of the child like if the child was just corning 
out of Level 1 to Level 2 we would say that this child is "beginning to cope 
with" this but if they were level 2 to Level 3 we would say doing this "very 
well". (Eileen: 3) 
Though personal comments had been written for each child, " not every Level 2 
child has got exactly the same comment. Someone who has just arrived at Level 2 is 
going to have something different from those who are almost Level3" (Terry: 3). 
Descriptions of achievement were then revised for reporting at the end of 
Semester 2. The inclusion of these descriptions did not change the format of the existing 
school reports as they were in addition to the existing report card. Changing the main 
report format was considered in 1996 but deferred till 1997. Making decisions such as 
these at the local level had produced some tensions. At the time of the second interview 
teachers viewed the matter of rewriting descriptions of achievement for each semester's 
report card as a "messy situation" which had produced some disagreement "but I have 
no doubt we'll work through it," (Terry: 2). 
At the first SPS reporting period in the middle of 1996 there was little parent 
reaction to the new form of reporting achievement in Writing, a response teachers 
attributed to a lack of understanding. Any questions that were asked had related to the 
. appropriateness of the assigned level for any particular grade. 
Teachers had also reported using SPS levels in Writing at the end of 1996 -
again with little reaction from parents. This response was interpreted as a further 
indication that the new system of reporting was not meaningful to parents. 
We got no reaction at all. Nothing. Not a reaction at all and we were 
wondering whether that was because it didn't mean anything to the parents 
so they didn't ask or, I don't think we've explained it well enough to them. 
(Lisa: 2) 
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Mine (parent response) was zero. Nobody made any positive or negative 
comments really. (Terry: 3) 
Teachers believed that parents wanted to know whether the assigned level was 
"about the right level for this grade", "they wanted to know where their child fits in with 
the other children". One teacher speculated that the second year of reporting might elicit 
a greater response, particularly if a child remained on the same level for a couple of 
years. 
Teachers found the wording of the level statements difficult to interpret with 
confidence and feared this might result in inconsistency in reporting. One teacher had 
already showed the document to non-teaching friends whose reaction confirmed her 
concerns about the difficulties the language presented to those unfamiliar with 
educational "jargon". In addition to the wording of the levels, teachers were also critical 
of some of the emphases in the SPS document eg. handwriting seemed to be considered 
disproportionately important. Also of concern for teachers was the draft status of the 
SPS document with new versions continually being developed and distributed - often 
without accompanying explanations. Though the alterations may have been fine-tuning 
to those familiar and comfortable with the document, to teachers in the initial stages of 
SPS implementation, the changes were quite unsettling. 
There was some surprise expressed at the difficulty of the language used in the 
national resources that had been distributed to assist parents with the language of 
English Outcomes. Some felt the language would be understandable by only "well 
informed", "teacher" parents. The language used to describe the phases in "First Steps" 
(Education Department of Western Australia, 1994), an English program developed in 
Western Australia and recommended for use with Years 1 to 3 in Queensland schools, 
was felt to be much more accessible. 
After an initial anxious period described by Eileen as "my scary stage", teachers 
followed the advice of Andy, their Key Teacher to "simplify it for yourself. You've got 
to work through all the stuff, come up with the nitty-gritty and simplify it", (Eileen: 2). 
b) Assessment 
Prior to the introduction of SPS, teachers reported using a limited range of 
assessment practices, tests (mainly at the end of a unit of work or semester) and the 
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ongoing collation of work samples. SPS implementation caused the expansion of 
assessment techniques to include miscue analysis, retells, speaking, writing and reading 
interviews. 
The introduction of new techniques broadened the scope of what teachers 
assessed. 
I am collecting different types of things that I didn't collect before .... and 
I'm trying to look at children from different perspectives, for example 
I've never interviewed children before about how they feel about writing, 
reading and speaking. I've not done much in the way of miscue analysis 
or retells or those sorts of things before either. I mainly kept samples of 
what they've done and analysed those and I think that's only going down 
one narrow perspective so I've just brought in those things that I haven't 
used before. (Eileen: 3) 
I've just started interviews for speaking and I think they should make the 
children more aware of what a good speaker really is .. .I don't really 
know what benefit it's going to be to them as yet but it's an interesting 
thing because I've not done interviews (before) .... I mean you interview a 
few kids informally all the time but to do it in a more structured way ... 
I've found it interesting so far anyway. (Terry: 3) 
Teachers now collected types of information that they had not included in pre-
SPS assessment programs - information such as feelings or attitudes. Two teachers felt 
they were now more perceptive and insightful about children's work, sometimes to the 
extent that Eileen commented rather wryly, "We'll know what they are thinking", 
(Eileen: 2). However, Anne questioned that all the additional record-keeping added to 
her knowledge of her students and commented that some parents would not alter their 
opinions of their children's capabilities regardless of the contrary evidence presented to 
them. 
The reporting practices based on customised outcome statements for several 
different levels of achievement at each year level influenced the class assessment 
program as it clarified what assessment data were required and therefore, led to more 
forward planning to ensure that appropriate assessment information was collected and 
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available at reporting time. There was a consequent shift away from end-of-term testing. 
By the beginning of 1997, teachers already were conscious of what assessment data they 
had already collected that could be useful for the next reporting period and had 
introduced record-keeping practices such as pasting significant work samples into pads 
for ease of future reference. 
I've already collected a couple of pieces of writing that I'm going to use for 
the end of this semester so you're more than a term ahead of what you need. 
(Terry: 3) 
There was an increased emphasis on student self-assessment. 
I've got some assessment sheets that the kids do on one another. They assess one 
another's talks, one another's writing pieces, so I've probably got a whole lot 
more this year than I've ever had before. (Eileen: 3) 
Techniques such as interviews also made students more aware of the criteria 
applied to the assessment of specific language tasks such as Speaking. Teachers talked 
about SPS outcomes with students and indicated to them what types of work samples 
were of interest for their reporting purposes and why drafts were of as much interest as 
final products. SPS indicators were also used to make explicit to students the various 
ways that their work might attain a higher standard. "You will need to show me that 
you're planning more. You will need to show me that you're proofreading your work" 
(Terry: 2). This approach had not produced a significant response from the children in 
the early days. 
For Anne and Terry some aspects of these approaches evoked memories of 
their own school days. 
More pressure is being put on the (the students) to proof read their own work 
now so they're aware that that's one aspect of how they're going to be 
assessed .... which is a very old value really because when I was at school we 
dare not hand in something with mistakes that we were well aware of and we 
were quite capable of fixing up ourselves. Whereas for a number of years now 
it's been rough draft, hand it in, it doesn't matter what it looks like or how many 
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spelling mistakes are in it, the teacher will fix it up or the reading buddy or 
somebody will fix it up for me. (Terry: 3) 
We didn't do rough drafts for the teacher anyway and we didn't like to get a 
piece of paper back with a red mark on it. (Anne: 3) 
Some assessment procedures were still at the experimental stage. The increased 
emphasis on the development of skills such as proof-reading had caused teachers to 
collect early as well as final drafts of writing tasks but they were still working to find 
worthwhile practic~s in dealing with this aspect of assessment. 
Drawbacks associated with the introduction of new assessment approaches 
included the difficulty in finding time to carry out some processes such as individual 
student interviews or consultation, particularly as interruptions were common to 
classrooms which made organisation difficult. The levels of student skills and maturity 
required for some techniques such as self-assessment was also problematic in some 
classrooms causing a level of defensiveness in those teachers who perceived their 
program to contain fewer of the "new" techniques. "I think it (a colleague's description 
of her assessment program) is great. I'd like to try it, but not with this lot." (Anne: 3). 
c) Teaching 
Changing assessment and reporting practices with SPS levels in mind had 
required corresponding changes in planning and teaching practices. Classroom 
programs included a broader range of genres than before "which prevents you from 
going down one narrow track and spending all your time on one particular type which in 
the past I guess was often done" (Terry: 3). Teaching had also become more explicit and 
purposeful- "All of this has made me a lot more aware of what I'm teaching and why 
I'm teaching it and it makes me question what I'm doing and why I'm doing it" (Eileen: 
3). While the changes were generally viewed positively, teachers unanimously lamented 
the reduced time available for imaginative (narrative) writing brought about by the 
necessity to find time in their programs for the study of a range of non-literary genres. 
This change of emphasis was felt to reduce children's motivation for writing and deny 
them the childhood pleasures teachers associated with the world of the imagination. 
Anne in particular, regretted the reduced time available for imaginative writing. 
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I just think imagination is so much part of their childhood and they're 
missing out on that a little bit now. Most of them are not having 
anywhere near the time to write and get into that imaginative world. I 
think we're pushing them into adulthood too quickly. Gone are the fairies 
and Father Christmas by the time they're eight years of age. That's a 
shame. (Anne: 3) 
Terry also commented on the reduced opportunities for imaginative writing 
interpreting this trend as a shift towards a more secondary type of curriculum. 
Though sometimes I sit back and think they're not writing as much imaginative 
stuff as they used to because they're doing all these other things but then I've 
always been aware that once children hit high school they rarely write an 
imaginative type story because they're writing about some novel or history or 
whatever it is that the teacher has set for them and that's always been the case 
and I think we're adopting a bit of that now and they're having to write the 
structured types of writing rather than just being turned loose to write what their 
imaginations allow them to write. (Terry: 3) 
Eileen's reservations about the reduced emphasis on imaginative writing had a 
more of a focus on the opportunities it provided for skill development and discipline . 
.. . the bit about imaginative stories I sometimes wonder if I should do more of 
that because it really makes them write. The other things like reporting and other 
sorts of genres don't require them to do very much writing and I often get 
worried that because they're not writing stories as such very often they're really 
not developing their own writing style. Now I don't know whether that's right or 
wrong. (Eileen: 3) 
Anne shared Eileen's concern. 
They get quite happy to pass up two sentences instead of two pages. (Anne: 3) 
From the initial stages of the implementation of SPS, teachers showed an 
awareness of developing classroom programs that enabled them to cover learning 
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outcomes relevant to their reporting framework. There was a level of unease about this 
practice described as risking "teaching to the test". 
d) Syllabus implementation 
The specificity of anticipated learnings included in the SPS outcome had a 
definite effect on the implementation of the English syllabus. Being mindful of SPS 
reporting requirements had prompted teachers to include a broader range of genres than 
before in their unit planning. They were also more aware of previously 
underemphasised or difficult aspects of the syllabus such as teaching for Cultural and 
Social Understandings. These inclusions suggested that teachers were considering the 
teaching of English from the broad, comprehensive framework of the Context-Text 
model on which the English syllabus is based. 
The shift in emphasis from assessment techniques such as testing, towards 
assessment programs which included a balance of techniques, such as consultation and 
observation, also brought teacher practices closer to those recommended in the syllabus. 
Professional development. 
a) Inservice 
The school had devoted "lots and lots" of inservice in preparing to report using 
SPS. This initially focused on Writing in 1996 but then moved on to reporting in 
Reading and Speaking and Listening in 1997. These sessions were coordinated by 
Andy, the English Key Teacher and conducted at staff meetings. Activities included 
reviewing the aims and objectives of the relevant sections of the English syllabus, the 
way in which student achievement would be described on report cards and useful types 
of assessment techniques to gather the information required. Teachers also were given 
the opportunity to consider a range of resources that had been produced and to be 
brought up to date with the latest drafts of the SPS document. Anne (2) commented that, 
"As we become familiar with the document there's another one thrown at us to become 
familiar [with] again". 
Teachers valued the school based professional development that was provided 
when it directly supported classroom practice. 
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Something else we've done yesterday and the last two Monday's is look at 
different types of evaluation techniques so that we had a different collection of 
information and reporting. That's been useful. (Liza: 2) 
b) Moderation 
After teachers participated in interschool moderation in October, 1996, they 
expressed concern that interpretations and practices seemed to differ widely from school 
to school. Some teachers had almost no records of achievement to support their 
judgments while teachers at other schools were expected to collect copious evidence. 
These teachers had heard of one school which had introduced a system which required 
teachers to collect work samples for each individual indicator, a process which they said 
meant taking five to ten hours per student to produce a written report. 
Moderation was described as an "excellent", "enlightening" and "affirming" 
experience by the teachers because they realised that although they were experiencing 
difficulties common to all participants, their level of discomfort was not as severe as 
that in evidence at some other schools. 
Collaboration. 
Teachers had undertaken formal and informal collaboration with the whole staff 
and with year level teaching partners. "We have a lot of togetherness," (Anne: 2). 
Teachers worked together in planning class programs, developing the wording of 
report cards and in assigning levels in the various English strands. 
Well Eileen and I had to sit down and come up with a few (descriptive) 
sentences for each (SPS) level that would be appropriate to go on report cards. In 
fact we've done that all throughout the grade levels. (Terry: 3) 
We have had staff meetings devoted to reporting and SPS and we've just done 
another day yesterday on looking towards reporting for next year's areas of 
Reading and Viewing. (Liza: 2) 
We've had two days to do that. Yesterday was Speaking and Listening and the 
week before was Reading and Viewing. We go through the background, what 
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aims and objectives are and then we actually discuss what we're going to do on 
the report cards. As yet we haven't finalised that. (Eileen: 2) 
The four of us have talked among ourselves as to where we think certain 
children would be. (Eileen: 2) 
We've actually shown each other students' work and like this is Level 3. Have a 
look at this and see what you think. Well I think it's a Level 2. See if you agree. 
So we've done a bit of moderating among ourselves like that. (Terry: 2) 
While these two pairs of teachers worked closely together, they reported that not 
all such teaching partnerships within the school were equally collaborative. The Year 6 
pair, for example, did not work together. Anne attributed the effectiveness of working 
partnerships to interpersonal compatibility which meant that levels of collaboration 
could vary from year to year. 
There's quite a compatibility between ideas and truth and everything else but 
Liza goes (to another school) next year. There are possibly going to be problems 
arising throughout staff then to develop a relationship so that you can work 
together. You've got to renew all of that and it just may not work. Possibly who 
takes the leaving person's place may not want to work with you, (or) may have 
definite ideas. There's people around the place who have definite ideas. They 
don't (work together) in some areas but when you've been used to it, I think, for 
me, that's scary. (Anne: 2) 
Anne's fears were eventually realised and, at the time of the third interview, she 
regretted that (for reasons she would not go into) circumstances did not favour such a 
close working relationship in 1997. 
Whole-staff collaboration on intra-school moderation was designed to assist 
teachers in reaching shared understandings of interpretations of levels based on the 
compilation of folios of student work. 
Informal collaboration was undertaken mainly between teaching partners on the 
same year level and provided teachers with practical assistance and moral support. 
Teachers described working with a teaching partner as " ... good, it takes a lot of the load 
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off and you get a lot of help ... " (Terry: 3), while another said " .. .it takes a lot of anxiety 
away because you can check, 'Am I doing the right thing?' with your partner", (Eileen: 
3). 
I think we've all had a fair bit of support from each other in the sense of our 
meetings together and we're developing how we're going to report on writing so 
just getting together and agreeing on how we're going to do it has been a 
support. (Terry: 3) 
Teachers found interschool moderation beneficial on two accounts. It affirmed 
their own practices and provided an opportunity to share their relatively confident 
approach with others. 
They (another school staff) had so much more work than anybody else. I guess 
we were able to reassure them because I think Andy reassured me at the 
beginning ... that's what got me out of my scary stage and I was able to pass that 
on to them so I hope I reassured them a bit. (Eileen: 2) 
General Response to SPS 
In the early stages of SPS implementation, teachers had heard reports that the 
introduction of SPS would require a significant increase in workload eg. five to ten 
hours needed to complete writing one report card. This had caused some fear and anger, 
especially as teachers felt excluded from the decision-making process and had been 
unclear what the eventual task required of them would be. More information had allayed 
these fears to some extent but experience to date confirmed that some additional work 
would be required. 
For it not to be too much more (work) you have to be well organised well ahead 
of time. (Eileen: 3) 
At the beginning of 1997 teachers agreed that the new system still constituted 
additional work but they perceived some benefits from their altered practices. These 
benefits included closer, supportive relationships with colleagues, knowing children 
better and getting a fairer assessment of their ability than administering tests. They had 
also generated records of achievement they considered more convincing to parents. 
127 
Although there was an additional workload for teachers, this was not, as yet, proving 
quite as onerous as anticipated. However, teachers were aware that they had so far only 
tackled one strand of one subject and that they would still need to look at making the 
task more manageable when they extended SPS reporting to more strands and more 
subjects from the end of 1997. 
Although the effect of SPS had been to make teachers more conscious 
practitioners there was a danger of working too hard and teachers had to monitor their 
working hours to allow adequate time for family and recreation. 
It's got us working harder. I don't know that that's necessarily good. Only 
this year I had to make a conscious effort to say, "Right, I'm not going to 
come to school at 7:30 every morning and I'm not going to get here until 
8:00 so I can have a cup of coffee with my wife before I come to school". 
(Terry: 3) 
System reforms introduced in the past few years required that teachers 
participate in a range of unfamiliar activities, such as the production of School English 
and Mathematics Programs. In this context SPS implementation was the most recent 
addition to an ongoing wave of reform. It was felt that these demands were detracting 
from time that could have been better spent on preparing daily activities for the class. 
"Eileen said she was scrambling for time to prepare my daily program" (Eileen: 3). 
However, despite the fact that teachers were getting tired from additional work, 
Eileen reported increased enthusiasm from her heightened awareness of her motives and 
actions and others were developing some coping behaviours. Terry believed teachers 
would eventually· develop more and more ways of streamlining the process. 
Opportunities for whole staff discussions had already changed some staff members' 
perceptions of the workload involved and provided some suggestions regarding how to 
relate SPS to existing practices and how to approach assessment. 
Even though moderation had been described as an affirming process there were 
still indicators that teachers were not confident with the new system. One teacher felt 
that, "We don't know whether we're making the right decisions but we do it anyway." 
(Eileen: 3) while another was quite anxious about her relationship with a new teaching 
partner as her level of confidence was, to some degree, dependent on establishing a 
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comfortable, year level collaboration " ... we can get together and work out what we're 
going to do and what we're going to say or how we're going to treat such and such ... " 
(Anne: 3). "Even looking at the children's work in the other room has done a lot .. .it's 
reassuring" (Eileen: 3). The teaching partnerships that operated within the group seemed 
just as important for maintaining morale as for providing practical strategies for coping 
with the innovation. 
Recommendations and Predictions 
Specific recommendations for continued support of SPS included resource 
development, inservice provision and improved guidelines for participation in 
interschool moderation. Teachers wanted level outcomes developed for each primary 
year of schooling, a reduction in the number of pointers and simplification of the 
language of the SPS outcomes in order to make them more accessible to teachers and 
parents. 
It was felt that BCE would need to continue to provide support in the form of 
professional development, particularly in the two strands Reading and Viewing and 
Speaking and Listening in which teachers felt less confident in reporting to parents. 
Moderation also needed to become a more structured process with regard to 
developing a process for discussing samples of children's work and more guidelines as 
to what constituted a reasonable amount of work on which to base a discussion. There 
was also a request that the system develop more prescriptive guidelines for how 
teachers were to go about reporting SPS information to parents (Lisa: 2). 
Summary of Implementation at StJohn's 
Teachers at St John's interpreted SPS implementation as an accountability 
mechanism requiring the implementation of record-keeping practices to support 
professional judgments of student achievement. Largely because of the influential 
leadership of the school's English Key Teacher, St John's teachers exceeded system 
requirements in some aspects of the reform. While in 1996 they reported to parents only 
in the Writing strand rather than the three strands that had been recommended, this 
reporting was undertaken at the end of both semesters rather than at the end of the year 
and involved the development of descriptions of achievement which expressed SPS 
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outcomes in terms of year level class programs in addition to the summarised numerical 
levels. Changes in reporting resulted in consequent changes in teachers' planning and 
assessment programs. In preparation for these changes teachers were involved in an 
ongoing professional development program led by the Key Teacher. By the end of 1997 
StJohn's had established reporting procedures involving reporting in all three strands of 
English twice yearly. 
While these teachers expressed similar doubts and uncertainties to those 
expressed by teachers in the other two schools, they felt less uncomfortable with SPS 
implementation than other teachers, a situation one attributed to the confident approach 
of the Key Teacher. Participation in interschool moderation had made them aware of the 
high levels of anxiety at other schools and the wide range of implementation practices. 
Teachers acknowledged the benefits of SPS as being more purposeful planning 
and more comprehensive assessment programs and record-keeping. However, they also 
identified numerous problem areas including difficulties in understanding the language 
of the outcomes, a lack of fit between some of their previous planning and teaching 
priorities and those required by SPS, the possibility that SPS information may be 
misinterpreted, particularly by parents and the intensification of their work which made 
it difficult to find time to complete essential planning-related tasks. Of particular 
interest at this site was an almost total lack of response from parents to SPS reporting, 
even after five reporting periods had occurred. Teachers felt that SPS implementation 
would be improved by more tightly structured moderation procedures and suggested 
that the structure of SPS be reviewed to permit more sensitive reporting. 
The Case at St Anne's 
Understanding and Interpretation of the Policy Initiative 
Accountability. 
The introduction of SPS at this school was interpreted as a means of ensuring 
teachers were teaching and assessing a recommended curriculum by means of a 
standard reporting framework, although the term "accountability" was not used. 
Teachers were aware of responsibilities to a number of stake-holders with an interest in 
education. 
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a) Public Accountability 
The demand for increased accountability was seen to be associated with the 
public debate on children's literacy that had received much media attention at the time. 
This was a source of disquiet within the group and perceived as a lack of understanding 
of the amount of effort teachers already put into the teaching and assessment of an 
overcrowded curriculum. 
Everything has to be up there but where are the hours to do it in? The public 
say children come out illiterate. They cannot read. They cannot do maths. If 
only they knew what we had to try and get through. (Alice: 3) 
It was a source of frustration to teachers that the overcrowding of the 
curriculum was an obstacle to addressing the very issues for which they were being 
criticised. 
Well, are employers complaining about textual features? The kids can't 
write, the kids can't punctuate. Are we getting kids who are able to go 
out into the workforce and please the employer or kids who understand 
"Hey, this is what I'm supposed to do but I can't do it because I don't 
know how to write"? (Alice: 3) 
There was also a perception that, as a public accountability measure, SPS may 
not have been appropriate as it did not consider contextual variations between class and 
school populations. "Some classes are different to others. I'm going to get a whole lot 
further with this class this year than I did last year." (Lloyd: 1) "We've got a very good 
school and the children are very responsive ... on the whole. Some of these ideas would 
be harder in other schools. I've taught in a couple of schools where they would be 
hard", (Ursula: 1 ). 
b) Local community accountability 
When accounting to parents, teachers felt that their existing systems 
involving test folders, work samples and their own assessment books already 
formed a useful basis for reporting student progress. The teachers believed parents 
were concerned with accountability and had expectations that they would provide 
quality information on their children's progress. 
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I think they like us to be on the ball and to know where they're (the 
students) at, even in homework. We write down when they don't do 
homework and what it was. (Alice: 1) 
Parents were very interested in the more formal aspects of the assessment 
program and wanted information about how well their child was doing in class rather 
than explanations of outcomes or indicators. 
Teachers were apprehensive that, without moderation, inconsistent and 
unreliable levels might be assigned to student achievement which might lead to 
undesirable misinterpretations and consequences. "Like, if you get a four in one year 
and then a three the next or something. We really wonder because people have different 
markings" (Ursula: 2). Teachers were concerned about the impressions parents may 
form of their competence should differing teacher interpretations lead to students being 
assigned an unjustifiably high level in one year which was difficult to maintain in 
following years. " ... they might be on the same level for three years ... and it's going to 
look like they didn't progress at all," (Lloyd: 2). "You wouldn't want to say they've 
gone backwards." (Erica: 2). This issue also raised questions of self esteem and 
motivation for students. "They could adopt an attitude, "What's the point of working? 
We're only going to be on level three. I'm not getting any further up. Year after year 
I'm still level three," (Ursula: 2). 
The language of SPS outcomes might also present difficulties to parents. 
Teachers stressed the importance of "putting it (level or phases descriptions) into 
language where parents, as well as teachers, can understand it"; as "At the moment the 
indicators aren't in a language parents can understand. we're having trouble with some 
of the understanding of it"; " ... and a lot of it's repetitive,"(Ursula: 1). 
Parental lack of understanding of reporting documents raised the danger of, 
... alienating parents from the education process. You often hear people 
say, "You know, the Maths is different now and I can't help so and so." I 
think it would be an absolute crime if we did that with language as well. I 
fear it might alienate people, especially the average digger on the street 
that isn't highly educated. If we make it sound complicated and we start 
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using all these new-fangled terms all the time well they're just going to 
feel lost and they won't feel confident. (Lloyd: 2) 
Another teacher spoke of her fear of "disempowering" parents (Ursula: 2). She 
felt they might eventually lose the confidence to discuss their children's progress with 
teachers because of their lack of understanding of the terms in which such progress was 
expressed. 
c) System accountability 
It was suggested that BCE required greater accountability of teachers to the 
system but that this was vague and perhaps poorly thought through. One teacher talked 
of "Cath Ed taking the teaching out of teaching and making it into an assessment type 
role rather than a teaching role, but I don't think they meant to do that," (Ursula: 3) 
while another that "some of the (BCE) expectations were not realistic enough", (Erica: 
3). 
It was even suggested that BCE's introduction of SPS was more a financially 
motivated imperative than an educational accountability measure. 
I think the only reason Cath Ed went through with the SPS when there was 
more than doubt over it, the only reason they went through with all the 
hoops even though all these descriptors and everything were being 
changed weekly, was that they had a tonne of money as in a huge grant 
from the state government and they felt they had to spend it and if they 
didn't spend it they might not get it again and it was like well here's an 
opportunity to develop the teaching of language generally even if we don't 
go fully through with it so let's spend the money and let's do it because 
it's there. (Lloyd: 3) 
Implications for changed practice. 
Prior to inservice programs, teachers had heard many confusing pieces of 
information about SPS - some of it inaccurate and much of it relating to an increased 
emphasis on assessment and heavier workloads - "It's going to be a lot of work", 
. (Lloyd: 1) and the possibility of unsound educational practice. 
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We're confused ... You're going to lose the hands-on teaching, the enjoyment.. .. 
because you're going to be so worried about assessing. I know a lot of teachers 
who are scared. It's almost like you'll need two teachers on a class -one to do 
the assessing and one to do the teaching .... You hear horror stories where in the 
first five weeks this year someone had taught absolutely nothing. They just set 
exercise after exercise so that the teacher has time to place someone on a 
continuum. (Alice: 1) 
The emphasis on indicators was perceived as a move away from the more 
holistic approach teachers had implemented (Ursula: 1). This was interpreted as 
removing some of the meaning from class programs if programs were based on 
covering key indicators because of assessment demands. Documentation seemed to be 
perceived as a significant element of SPS implementation with the potential to 
overemphasise English assessment at the expense of other subjects where requirements 
were (so far) less rigorous. 
We put equal importance on every subject and it would be awful to put it 
all on ELA (English Language Arts) just because we have to fill out all 
these forms. (Alice: 1) 
School Based Initiatives 
Changes to school and classroom practice. 
a) Reporting 
Though St Anne's had intended to follow the BCE recommendation to report to 
parents in SPS levels at the end of 1996, after the moderation day in October teachers 
did not feel they had the confidence to do so. They had also discovered that a number of 
schools in the local area had decided not to report using SPS levels in 1996. At staff 
instigation there had been a school meeting to discuss whether St Anne's should 
continue with their plans to report. Staff discussed whether to abandon or modify their 
plans. Some argued for no reporting using SPS while other opinion was that teachers 
needed to undertake the reporting exercise in order to come to an informed opinion 
about SPS- "if we don't give it a go, how can we say it's not workable?" (Alice: 2). An 
alternative proposed was to assign levels internally as a practice and a guide for other 
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teachers but that these levels would not be communicated to parents. It was felt that the 
principal had the power to make this decision. 
As a result of negotiations with the principal, teachers did not report student 
achievement in the three strands of English using SPS levels as identified by number. 
Instead, parents were provided with two types of English assessment. There was an 
insert inside the regular report card containing SPS descriptors but not levels. 
Achievement was indicated by shading a box corresponding to the appropriate 
descriptor. As the descriptors used were the standard resource distributed by BCE it 
would not have been difficult for interested parents to identify their child's numerical 
level of achievement. There was also a new version of the previous report card which 
had been altered earlier in 1996 to accommodate the SPS reporting framework but still 
retained the previous coding system that indicated achievement in terms of VHA, HA 
and so on. This had caused some confusion about future reporting when SPS levels 
would be introduced. As a teacher wondered ".... will we be expected to do levels as 
well as a VHA or will you just be required to do each level?" (Ursula: 3). 
The new reporting framework took teachers longer to complete, partly because 
of the double reporting in English and partly because teachers were still coming to grips 
with aspects of English they considered unfamiliar. 
Well, for me it took more time in coming to terms with uses of Speaking, 
understanding spoken language, finding how I mark that, here do I get that 
information about the child from? Textual Features and Procedures is fine 
but whether they understand how spoken language suits different purposes 
or how they use it in a variety of ways. (Erica: 3) 
After reporting at the end of 1996, there had been little parent reaction. Teachers 
speculated that the lack of response was due, in part, to the timing of written SPS 
reporting at the end of the year. They felt that SPS reporting associated with the mid-
year interviews may have elicited more response but that this was unlikely to happen 
because teachers needed the full year to gather the necessary data required for SPS 
reporting. 
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One outcome of reporting to parents was the growing teacher realisation that 
parents needed a lot more time and support in understanding the SPS reporting system -
even in its simplified form without numbers (Alice: 3). 
b) Assessment 
Prior to SPS, the Year 5 teachers had collaboratively developed an assessment 
program which consisted of many components - observation, anecdotal records, testing, 
checklists and criteria sheets. Teachers had also incorporated some components of the 
Western Australian "First Steps" (Education Department of Western Australia, 1994) 
program into their assessment programs. 
After teachers attended SPS inservice sessions, worked with each other in 
"deciphering the jargon" and participated in interschool moderation (October, 1996), 
they implemented a number of changes in practice. These included developing criteria 
sheets which related to SPS and placing a greater emphasis on contextual aspects of the 
English syllabus in planning and assessing. 
In 1997, the teachers persisted with these changes in their assessment and 
recording systems, still mainly linked to the development of criteria sheets. They could 
" ... see probable benefits from it (looking at student achievement in the light of the SPS 
document) as long as it didn't become too cumbersom." (Alice: 2). Lloyd agreed, 
"That's probably the main change we've tried to work on, those criteria sheets and think 
more clearly about what specific expectation we want. Mind you having done that some 
of it seems a bit unnatural. We're trying to do it artificially to try to fit it with the 
statements" (Lloyd: 2). 
Teachers had not discussed the application of criteria sheets to the new reporting 
system with students. This was because of lack of confidence in their ability to explain 
the criteria in a way that students or their parents might understand. "They're purely for 
the teacher. They might ask questions and you wouldn't be able to answer them," 
(Erica: 2). "We don't understand them nor do the parents understand them," (Alice: 2). 
The level of teacher confidence in their professional judgments varied from 
strand to strand. Speaking and Listening was one such area in which they lacked 
confidence, especially when considering the sub-strands concerned with assessing for 
which purposes the student was Speaking and Listening and ascertaining student 
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knowledge of how different cultural and social contexts influence Speaking and 
Listening. Some practices also indicated misinterpretation of the syllabus with respect 
for example to Speaking and Listening. Though the syllabus encompassed social, 
thinking, task and performance aspects of speaking, reliance on the drama teacher for 
such assessment information tended to overemphasis the presentation aspects of the 
strand at the expense of the more day-to-day behaviours described in both the syllabus 
and SPS outcomes. 
Viewing also presented difficulties in assessment relating to interpretations of 
the outcomes and to the necessity to assign a single rating for ReadingNiewing when 
students demonstrated vastly differing levels of achievement in the two elements of the 
strand. 
Viewing, that's a difficult one. Knowing what you're testing in Viewing 
really like videos or pictures in magazines and asking them questions. That 
almost requires individual assessment. (Ursula: 3) 
But then you've got a Reading mark and a Viewing mark and they may be 
totally different and yet you've got to give them one mark. (Alice: 3) 
What does Viewing mean? Viewing a text or as I said before, viewing a 
video? What is it? (Erica: 3) 
c) Teaching 
Teachers felt more "focused in English". Their former loosely connected 
integrated activities were now more tightly planned. 
(Once we) branched out and did everything that was associated with a 
topic rather than directing it towards a genre. Like we did a genre because 
of the topic rather than a topic because of a genre. Now we're honing in on 
the genre and then the other things that are like helping the genre along. 
We do a lot of diversification activities to clarify certain skills they need 
but it's basically for the genre isn't it? (Ursula: 3) 
And what skills they require to achieve the activity rather than doing a 
whole lot of activities for the sake of the theme. You refocus now your 
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activities more selectively to lead you into what you're synthesising. 
(Erica: 3) 
This refocussing also made teachers more selective when using English 
resources available in the school such as those from commercial publishers. 
Alice believed as a result of the new assessment demands, programs were more 
purposeful or more driven by SPS at the expense of considering the children's 
enjoyment or spontaneous opportunities that occur during classroom interactions. 
You don't run with something if something pops up. Before, you used to 
run with an idea. (Erica: 3) 
Now, you've got to say, "No, that's it, sorry, next one". (Alice: 3) 
d) Syllabus Implementation 
Teachers demonstrated that they had progressed in syllabus knowledge. This 
was evident in both the changes they had made to their programs and in some reference 
to technical language in describing these changes. "Well it (knowledge of teaching 
English) has broadened in Viewing and Listening" Erica (3). "Whereas before if 
someone said "What sort of a listener is that child?" you'd say "Listens all the time" 
(Alice: 3). 
Teachers were also more aware of omissions. 
Viewing. That was something I had not done anywhere near enough. I'm still 
not doing as much as I should but I wasn't aware of that. (Alice: 3) 
Although teachers were comfortable with the implementation of some aspects of 
the English syllabus, reporting using SPS brought the realisation that they had 
difficulties with others. As one summarised " ... I didn't really understand the Cultural 
and Social Understanding (sub-strands) and all of that. We're used to teaching and 
judging by textual features and procedures but those other ones, we haven't really," 
(Ursula: 2). Another area of the syllabus in which teachers felt less confident was 
Speaking and Listening. 
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The English syllabus was a lengthy and complex document and, though its 
implementation at the school was currently in its seventh year, as Lloyd explained, it 
remained to some extent, an unfamiliar document. 
The syllabus still seems very new to me and maybe I probably haven't put 
enough time into it but I think I'm in the same boat as a lot of people where 
we're not totally immersed in the new syllabus. I mean we've been to inservices 
and everything and that's fine but it does take a long time to take it on board. It 
feels new. (Lloyd: 2) 
Professional development. 
a) Inservice 
In addition to some centrally offered inservice offered by BCE early in 1996, the 
teachers had also participated in some school sessions where they "tried to decipher the 
jargon," (Alice: 2). Early in 1997, the school also organised a day's inservice on unit 
planning to support teachers in implementing the new reporting requirements. 
We just had a day on language a couple of weeks ago and we're working 
out a unit according to some guidelines that we will get and though they're 
a bit hazy in parts, they're a lot better ..... Marion and Janet (Key Teachers) 
gave us this big photocopied thing with all the little boxes. Now some 
people don't like the little boxes they said but I don't mind. It made me 
think well what do I have to put in here or there. They also gave us 
references in the syllabus to read beside the boxes and that made us go 
back to the syllabus and read that and then look up and see what it was and 
then put it down. (Ursula: 3) 
The staff had also benefited from a recently completed review of the genre 
overview in their School English Program which prescribed what was to be covered at 
each level. 
That was good, very positive. It made us all look at it so that at the end of 
Year 7 children will all have had an experience of (the main literary and 
non-literary genres). (Alice: 3) 
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And we looked at it in the three lights ... explore, focus and revisit. We 
hadn't really known about that before. (Ursula: 3) 
It's good to know what will come before and after. (Erica: 3) 
School-based professional development was organised by the English Key 
Teachers. As their greatest expertise was in the Early Years, the focus of the 
sessions was on whole school syllabus implementation rather than the 
requirements of reporting using SPS (English). The school supplemented these 
sessions with a couple of workshops specific to SPS conducted for teachers of 
Years 4 to 7 by a BCE consultant. 
b) Moderation 
Moderation activities were another form of professional development in which 
the teachers engaged on an intra and interschoollevel. 
Interschool Moderation 
Before October, 1996 teachers stressed the importance of moderation as a 
support to the implementation process and appeared to be looking forward to 
interschool moderation as a professional development activity. However, their 
participation in moderation left the teachers with mixed feelings. 
While one teacher said she came out "a lot clearer" (Ursula: 2), she was 
immediately challenged by a colleague in whose opinion it showed significant 
variations in implementation from school to school. 
It was not any clearer at all. I hate to disagree .... I think it pointed out 
more differences .... partially because people were putting different 
amounts of emphasis on the national profiles as opposed to the SPS 
statements. Some were relying on the national profiles fairly heavily 
others were ignoring them totally and there were people like me who 
were having ... two bob each way. (Lloyd: 2) 
However, it appeared Ursula's clarity related more to system expectations than 
to how it might be achieved. "When I said it was clearer, I didn't mean it was clear .... 
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what I'm saying was it was clearer what was expected of us, but we didn't agree with 
what was expected of us," (Ursula: 2). 
Although teachers found the moderation day a "bit of a schmozzle" (Lloyd: 3) 
they also found it reassuring as " ... we thought we wrong but when we saw that other 
people had the same level of uncertainty about the whole issue that we weren't the ones 
what were wrong," (Ursula: 2). A less reassuring learning that emerged from the day 
was that different interpretations of outcome levels and consequent judgments were 
evident between secondary and primary teachers. 
Interschool moderation left teachers with a number of concerns. These included: 
• growing realisation of the number of unfamiliar aspects of the English 
syllabus; 
• lack of clarity m the document wording - no glossary to assist in 
distinguishing among discriminatory verbs such as "select" and "choose" or 
"refer" and "consult"; 
• fear that parents (and teachers themselves) could not understand SPS 
documents; 
• fear that "average" parents would feel disempowered and become alienated 
from the education process; 
• awareness of the different documents used by different schools; 
• significant discrepancies in interpretations of outcomes among schools -
particularly between primary and secondary levels of schooling; 
• the possible dilemma of receiving students from teachers who assigned 
higher levels than the new teacher thinks are appropriate; 
• uncertainty about the expectations and future of the reform; 
• the small number of levels - students could be assessed at the same level as 
younger siblings with consequent implications for self-esteem; and 
• the slow rate of progression through the levels - difficult to use them to 
motivate children or to convince parents that learning or progress had 
actually occurred. 
Intra-school 
Prompted by the findings of a survey (see Appendix E) undertaken by the APA 
at the end of 1996, teachers participated in an internal moderation activity in order to 
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ensure internal consistency m allocating SPS levels (even though these were not 
identified by number to the parents). This survey had revealed some discrepancies in 
interpretation of levels including a particularly high proportion of lower levels assigned 
to Year 6 students in comparison with adjacent year levels. As a consequence of this 
finding, teachers agreed to assign levels according to the following guidelines. 
As a whole school we sat down and said "Well, in Grade 7 most children 
would be at Level 3, confident Level 3 going into Level 4, Grade 5 and 6 
should be at Level 3, Year 4 would be Level2 and maybe one Level2 child 
moving into Level 3 and just had a broad range so we wouldn't have Level 
4 in grade 3 and Grade 4 and then level3's in Grade 7". (Alice: 3) 
Collaboration. 
From the beginning of the project these teachers exhibited a high degree of 
collaboration. They planned together and shared the teaching of the four classes. Their 
assessment programs were also developed collaboratively. This level of collaboration 
was caused in part by school structures such as timetables for specialist teachers and 
playground duty rosters, which encouraged year level collaboration, and partly by the 
personal values and qualities of the teachers which caused them to perceive 
collaboration as a useful activity. 
Collaboration instigated by the implementation of SPS was often informal. Some 
of it was of a practical nature," ... anything we hear or any idea we give to one another," 
(Ursula: 2) " ... or if people are doing criteria sheets or something we get copies of 
those," (Erica: 2). "We talk to the sevens," (Alice: 2). Much of the collaboration was 
also for reassurance," ... probably out of desperation"(Lloyd: 2). 
Teachers reported continued high levels of collaboration in 1997. 
They (ie the teachers from other levels) want to be with us. We try and 
keep more together and we put ideas together because we're not at all one 
hundred per cent sure on anything at the moment so if we get together and 
work out what on earth we're supposed to be doing to cover these areas. 
It's not easy. (Alice: 3) 
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General Response to SPS 
In general, teachers found the SPS reporting system characterised by 
uncertainties regarding its practical application and its future direction. It also required 
additional effort to implement at a time when teachers were already experiencing 
intensification of workload. So, although they admitted some benefits had arisen from 
the reform, the uncertainty and intensification reduced their confidence to the extent that 
it threatened to undermine teachers' occupational rewards. 
After inservice activities and interschool moderation, teachers had a number of 
reservations concerning SPS. Concerns related to the difficulty in assigning levels with 
any confidence . 
... they (the levels) are very broad and need adapting to the young. We 
feel that there's not enough levels to cater for the grades in primary 
school. (Ursula: 2) 
We all agreed at the moderation meeting was not enough levels and that 
children in four, five, six and seven could possibly be at the same level in 
something for that period of time and we spoke of siblings who may be 
in Year 7 having the same level as a brother or sister in a lower class and 
we spoke about self esteem of that child opposed to this younger child 
corning through and having the same level. (Erica: 2) 
These problems were attributed to the language of the outcomes. 
We seem to be having a lot of trouble narrowing particular levels down even 
though the levels are very broad. You wouldn't think that would be the case. We 
found the language of the SPS level statements didn't help us as much as it 
should ... there were still different ways of interpreting. What were some of 
those words?" (Lloyd: 2) 
Erica nominated some of the confusing terminology m answer to Lloyd's 
question. 
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"Use" and "select", "selects" and "reviews", "referring to resources" and 
"consulting resources". (Erica: 2) 
If people can't agree on what one word means there's going to be such a 
difference (in interpretation). People just didn't feel really to connect to a level, 
their wavering understanding of what this is really on. (Alice: 2) 
Guidelines that were developed at the school in an attempt to ensure some 
consistency in assigning levels raised questions about the usefulness of SPS as a 
reporting tool. 
Unless your child was absolutely phenomenal, out of this world sort of 
stuff, then you assign them to the average level.. .. When you think a child 
in Grade 4 could be a really quite good reader, quite excellent reader, 
read anything, do anything but they're not allowed to be put on a higher 
level because that would be taking up the grades ahead. With ours, if we 
put ours up to Level 4 in Grade 5 you might have what you consider a 
really good reader ... but when it's pointed out to you, "No you can't put 
them into (Level) 4 because that's what a grade 7 is or a grade 8 is," they 
can't go any further so they just stay on level 3 for say two or three years 
or whatever it is. (Ursula: 3) 
Teachers felt restricted in describing student achievement and unable to 
make distinctions among students of differing accomplishments. 
There is no distinction between an average Level 3 and a top Level 3. 
We've got a system where we put a stroke in the next box if they're 
starting to display some of those descriptors there. (Alice: 3) 
It's not enough is it really? They know when their work has been in 
excess of somebody else in the class who is still on level 3 and they're 
still on Level 3. (Ursula: 3). 
A further concern was that teachers felt that SPS " ... report writing doesn't 
indicate the amount of work that you've done. There's something lacking and I don't 
know what it is. Just putting kids beside a number". (Ursula: 3) 
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You could spend a lot of time doing those textual feature type of things and 
those sort of things require a lot of work and a lot of reinforcement and 
there's so many of them. The report card doesn't actually reflect that in any 
way ... (Lloyd: 3) 
Teachers expressed openness to new ideas, including those associated with SPS. 
They felt pressure from SPS to teach the English syllabus more comprehensively. Some 
aspects they saw as beneficial and some they questioned. They saw the benefits of 
implementing some neglected aspects of the English syllabus such as Speaking and 
Listening but other aspects such as contextual understandings were considered 
conceptually difficulty, under-resourced and of limited relevance to the curriculum. 
Some recommended teaching practices, such as small group interventions, were 
considered impractical and incompatible with classroom realities. There were concerns 
about the potential of SPS to encourage unsound education practices such as curriculum 
fragmentation, "teaching to the test", overemphasising testing at the expense of 
teaching, overemphasising English and overemphasising cognitive achievements at the 
expense of attitudinal gains. They also regretted what they perceived as reduced 
opportunities for imaginative and spontaneous activities caused by the need to 
accommodate the demands of an increasingly crowded curriculum. 
Teachers were keen to improve their practice but felt they worked close to 
capacity already with little time to allocate to the level of professional development 
activity they felt was needed to do justice to SPS. They were also worried about the 
additional workloads SPS required in the form of assessment and record-keeping. These 
concerns were strongly expressed and the teachers worried that they might reduce the 
satisfaction of teaching to the extent that many teachers might resign. 
I feel that in the last four or five years I've worked harder than I did in my first 
four or five years .... keeping up with assessment is putting a lot of pressure on us 
and I think this will just be over the top and I don't want to lose enjoyment for 
teaching because if I do I'm leaving. If you don't enjoy it you're not going to 
give it your best. Alice (1) 
Though teachers' anxiety did seem to decrease throughout the SPS project, if 
anything, their appreciation of the usefulness of SPS seemed to decrease as well. 
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I was basically wanting to know who is SPS for anyway? What purpose 
does it achieve? (Erica: 2) 
I sense that we've lost the purpose a little bit. A lot of teachers who are 
putting in all this extra work and extra hassle. I don't think we're really 
convinced that the overall good is worth all the effort. (Lloyd: 2) 
It's not a big deal and the fuss we've gone through to produce such a 
vague mark on such a broad scale hardly seems worth it. I can understand 
it if it actually did something towards unifying all the states and having the 
curriculum and evaluation (the same) in all the states. It was actually the 
thing that was going to unify Australian education then you think, "Oh 
yeah, all right, it's worth putting all this work into it," but I really haven't 
seen the point to it all yet. (Lloyd: 3) 
Teachers summed up the first twelve months of implementation as "confusing", 
"frustrating" and "disempowering". 
Recommendations and Predictions 
Teachers suggested a variety of support to assist them in future implementation 
plans ranging from a review of the SPS resource document, provision of additional 
resources and guidelines for assigning levels to student work. 
To address teacher concerns, a review of the SPS resource would have to 
consider the simplification of the language of outcomes. Teachers also wanted more 
levels of outcomes to be developed so that the children "can get a sense of achievement 
out of progressing"(Ursula: 2). 
Within a large school such as St Anne's evidence had already emerged of the 
possibility of significant differences in interpretation of outcomes between teachers of 
different year levels. Teachers were aware of the necessity of intra-school moderation to 
reach shared understandings and a common school approach however, they wished for 
more precise guidelines and procedures for assigning levels to achieve this consistency. 
Though teachers were aware that standardised tests had some disadvantages, Lloyd 
thought more prescriptive assessment guidelines from BCE might be an improvement 
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on " the stuffing around and hassle and variability within the SPS levels, it seems like a 
much simpler, more straight forward solution" (Lloyd: 2). 
I would like an explanation of the language that is used. Someone to 
simplify it. Distinguish between the levels. How do you get them from 
one level to the next? What is it that is different? What are they achieving 
at a higher level that's different to the previous? (Erica: 3) 
It was hoped that such a resource might also address the gaps in standards that 
were evident between primary and secondary schools. 
Another resource teachers suggested were the development by a BCE writing 
team of criteria sheets that teachers from all schools could use as a basis for forming 
more consistent judgments. Erica specified "assured classroom teachers" for this task 
because "they know what's going on in the classroom" (Erica: 2). 
Teachers also had a sense of frustration when the problem areas reported 
through SPS were not accompanied by any intervention strategies. Alice (2) described 
this as," It's just assess, assess, assess and not remedy the problems. Just put the kid on 
a level." They preferred the approach used in "First Steps" (Education Department of 
Western Australia, 1994), the basis of the reporting framework in operation in early 
years classes, which provided teachers with ways of addressing any problems that were 
highlighted through the assessment process. 
Until this support was available, teachers felt they would have little confidence 
in the consistency of judgment on which the SPS reporting system depended. 
However, describing himself as more cynical than the others, Lloyd's final 
comment implied that the provision of additional support might not be worth the 
effort . 
.. .I don't know if there's too much point in getting too worried about it 
because it will probably change soon anyway. A lot of people got caught 
early on and they spent days and days and weeks of their lives, holidays 
and everything else trying to come to grips with it and it just seems to 
change so often and it won't be long until some other new emphasis where 
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we'll be doing things differently or this will be adapted in some different 
way or something, I think it's taken a bit of faith out of teachers' belief in 
new curriculum and new things. (Lloyd: 3) 
Summary of Implementation at St Anne's 
While teachers at this school accepted the need to be accountable, they felt that 
measures such as addressing the overcrowding of the curriculum would be more likely 
to affect learning outcomes for children than a reform such as SPS. Teachers also had 
reservations about the practicality and validity of SPS because of its inability to make 
contextual distinctions among students, the difficulty of its language and its perceived 
tendency to oversimplify student learning and teacher's work. 
Initially, St Anne's administration intended to comply with the BCE 
recommendation to report using SPS at the end of 1996. However, teachers argued a 
case for the modification of this plan after interschool moderation in October 1996 
when they found few schools in the area would be reporting using numerical levels. The 
modified arrangement meant that teachers would indicate the description of 
achievement appropriate to each student's progress but these descriptions would be in 
addition to the existing report card and the numbers labelling each description would be 
removed. After an intra-school moderation exercise revealed some inconsistencies 
among teachers in the allocation of levels, informal recommendations were made 
regarding the distribution of levels among the classes. These practices persisted 
unchanged through to the end of 1998. 
The advantages and disadvantages of SPS raised by teachers at St Anne's were 
largely similar to those raised by teachers at the other two sites. Distinctive features of 
the impact at this school were an inadvertent tendency to trivialise the reform through 
the way levels were assigned, the perceived meaninglessness teachers experienced in 
undertaking some recommended practices such as the development or adoption of 
criteria sheets and the intensity of negative feeling expressed by group members. 
Teachers wanted SPS reviewed, its language simplified, additional support material 
such as intervention strategies and more tightly structured processes for activities such 
as assigning levels and participating in moderation. 
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Teachers' Understandings and Interpretations of Outcomes-driven Reform 
Cross case data analysis as described in Chapter 3, provided the basis for 
responding to the three empirical research questions formulated to guide the 
investigation. The first of these questions is "How do teachers understand and interpret 
curriculum policy initiatives related to outcomes driven reforms?" 
Though the objectives of outcomes-driven curriculum reform are broad and 
ambitious (Chapter 2), teachers in the three cases in this study understood this reform, 
SPS (English), as essentially a measure introduced to ensure greater teacher 
accountability to parents, system and the wider community. Although teachers rarely 
used the term "accountability" their understandings of the reform were expressed in 
terms of accountability such as "being responsible for reporting certain things" (Ian: 2), 
"Cath Ed are making us more accountable" (Eileen: 3), and "(parents) like us to be on 
the ball and know where they're (the students) at" (Alice: 1). The initiative was, at least 
in part, thought to have been instigated by the then current public debate centring on 
perceptions of low literacy levels among school graduates. 
As schools had already put in place school-based reporting procedures for the 
purposes of accountability to parents, initially there was general acceptance of such a 
requirement. Ian, at St Patrick's, mentioned that external accountability measures may 
be needed when principal supervision failed to ensure accountable practices at the local 
level and there was widespread opinion that well organised teachers with sound 
classroom practices should have nothing to fear from additional accountability 
measures. 
Anne (StJohn's) and Alice (St Anne's) even appeared to give tacit support to 
assumptions of declining standards through attributing low levels of literacy to the 
movement away from traditional "chalk and talk" teaching approaches and the 
overcrowding of the curriculum respectively. 
Eileen, at St John's, was alone in challenging the assumptions underlying this 
public literacy debate when she asked, "What exactly are they measuring .... and are they 
measuring what they ought to be measuring?" (Eileen: 2). 
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However, as they became more aware of the practicalities of implementing SPS, 
teachers developed reservations about its effectiveness as an accountability measure. 
SPS outcomes were difficult to understand, a factor which could leave them open to 
inconsistency, misuse and misinterpretation. Ian and Ursula commented that this was a 
particular concern for teachers in low socio-economic or high non-English speaking 
areas who felt a context-free assessment measure could work to their disadvantage 
should SPS information be used for the purpose of making teacher or school 
comparisons. 
Although parents showed keen interest in their children's progress, teachers 
were not aware of any demands for increased accountability from parents at their own 
schools. There was a widespread feeling that parent accountability might not be well 
served through the use of a tool whose language was not readily understood. Also, SPS 
levels were not correlated with grade levels and so small in number as to make student 
progress appear slow. This aspect of SPS left teachers feeling vulnerable to perceptions 
of ineffectiveness. SPS also had the capacity to permit parents to make uninformed 
comparisons among students, however only Anne spoke of concerns that SPS could be 
considered as useful evidence in the support of complaints by already dissatisfied 
parents. Ian expressed an alternative view that SPS had the capacity to support teachers 
in reporting to parents who disagreed with teachers' professional judgments by 
encouraging clarity on the focus of assessment and record-keeping that provided 
information related to teacher judgments. 
Teachers at St John's and St Anne's expressed mystification at the mismatch 
they perceived between the focus of public debate and the focus of SPS. On the one 
hand, the teachers felt they were criticised for failing to teach basic literacy skills while 
on the other, they were being required to implement a reporting framework which 
emphasised higher order thinking and critical literacy. The overall effect was to further 
reduce the time available to develop the basic skills that students were perceived to lack. 
Teachers in each of the three cases were apprehensive that the implementation of 
SPS would increase their workloads because of perceived demands for additional 
record-keeping and the teaching and assessment of all aspects of the English syllabus 
including some areas that had previously been underemphasised or omitted from class 
programs. These areas related to current understandings of the nature of Viewing, 
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Speaking and Listening and the influence on language of Cultural and Social 
Understandings. 
The teachers were divided on the pedagogical implications of SPS 
implementation. Ian and Eileen understood that they had a requirement to cover 
prescribed sections of the English syllabus but were free to exercise their professional 
judgment in choosing how they would go about doing this in their own classrooms. For 
the other teachers from StJohn's the implementation of SPS was understood to be a 
movement away from traditional methods of teaching and assessing through the 
promotion of time consuming alternatives that were possibly impractical and/or 
ineffective. 
The apprehensions teachers had that SPS would leave them open to unfair 
comparisons, parental criticism, increased workloads and self-doubts about their 
understanding of sections of the English syllabus caused significant reservations about 
its use as an accountability measure. These concerns were voiced by all teachers and 
demonstrated a change of opinion in the case of those who had initially commented that 
teachers who were doing their jobs had nothing to fear. Participation in the first 
interschool moderation in October, 1996 appeared to intensify these teacher concerns 
about SPS. 
The Impact of SPS on Professional Practice and Perspectives 
The remaining empirical research questions focussed on the impact of SPS on 
the practice of teachers in BCE schools in terms of initiatives related to implementation 
of the reform and finally, the impact on teacher perspectives of professional practice. 
4. What school-based initiatives were developed m implementing the 
reform? 
5. What is the impact of the implementation of reporting with Student 
Performance Standards in English on teacher perspectives of professional 
practice in schools administered by Brisbane Catholic Education? 
These questions are essentially about the impact of SPS on teacher professional 
practice and teacher perspectives of that impact. They are considered through a cross 
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case analysis of the data. The broad categories that are used to structure the discussion 
are those derived from the literature review in Chapter 2 viz, accountability, 
professional knowledge and practice, autonomy, professional collaboration, ethical 
considerations and teaching as a service profession. 
As noted in the chapter on methodology (Chapter 3), more detailed categories 
emerged during the data analysis and these are used to focus the discussion in each of 
the subsections. 
Accountability 
The previous assessment practices of the three primary schools had been norm 
referenced. Student progress was described on report cards by means of placement on 
continua or by codes or ratings indicative of high, satisfactory or unsatisfactory 
achievement. These ratings were determined by the performance of a student in relation 
to the performance of others. What was deemed satisfactory progress relied on teachers' 
subjective, personal benchmarks and was represented in various ways such as the mid-
point on a continuum or the appropriate rating or code description, often termed 
"Satisfactory". Even where test marks gave the appearance of objective testing, the tests 
from which the marks were obtained were designed by teachers according to their own 
idiosyncratic standards. Accountability measures were therefore based on student 
mastery of curriculum inputs in relation to the rest of the class. 
The implementation of SPS introduced an accountability measure based on the 
outputs of schooling. This represented a shift of focus from reporting in terms of inputs 
such as curriculum to one based on outcomes and required a commensurate shift in 
teacher thinking from former, traditional approaches to curriculum and assessment. 
While teachers did not resist the need for accountability they had reservations about the 
effectiveness of SPS as an accountability measure. Their own difficulties in 
understanding and applying the outcomes and the similar difficulties experienced by 
their colleagues cast doubts on the validity and reliability of the judgments of student 
achievement that were being made. The appearance of objectivity belied the diversity of 
teacher interpretation of the levels assigned to student performance. 
At the time of the study there were no plans to collect assessment data in terms 
of SPS outcomes on a school, system, state or national level. Never the less, the 
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existence of such data and its potential for misinterpretation and misuse left teachers 
feeling vulnerable on several fronts. First, SPS data permitted comparisons among 
individual students, teachers and schools. Teachers were concerned that accountability 
measures or judgments of their effectiveness based on outcomes were unfair unless the 
inputs analogous with socio-economic circumstances were also taken into consideration. 
Interschool moderation had allowed teachers to make their own comparisons between 
the achievements of students whose backgrounds differed widely in terms of affluence, 
education and use of English as a first language. A second concern was the use of SPS 
data as a basis of complaint by disgruntled parents. Without a means of making explicit 
the differences between SPS levels, teachers doubted their ability to counter the 
arguments of parents challenging the assignment of levels to their children's 
performance. The teachers in the three cases indicated that the slow rate of progression 
between SPS levels, typically about eighteen months, made it difficult to demonstrate to 
parents that growth and development had indeed occurred. Finally, some teachers felt 
their work was sold short, or oversimplified on report cards that were expressed in terms 
of SPS levels. Program planning and delivery required considerable effort and 
complexity of thought. To reduce this to a number or combination of numbers was 
considered a traducement with implications for the public perceptions of teachers' work. 
The impact of SPS on teacher accountability also had a number of paradoxical 
aspects. Outcomes-driven reform had been interpreted by the teachers as essentially an 
external accountability measure. As such, complying schools had planned reporting 
practices with significant consequences for assessment, teaching and syllabus 
implementation. Yet, after the anxieties and additional workload this entailed, the result 
was something of an anticlimax. There was almost no response from parents in the two 
schools that did implement changes. 
There was also no system response. Teacher fears that SPS may have been used 
for unfair comparisons of schools or teachers had so far been unfounded, as there was 
no indication that BCE authorities were interested in any data that had been collected on 
a school or system-wide level. Through interschool moderation in 1996, teachers in the 
study found that few schools had immediate intentions of following the 
recommendation to report using SPS by the end of that year and, as time went by, they 
realised that no system sanctions were to be applied against non-complying schools, a 
realisation which eroded the status of the recommendation. Consequently two of the 
three case study schools did not use SPS numerical levels at the end of 1996 either 
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though one school did supply parent descriptors as a report card insert. The third school 
made no changes to its reporting practices. Schools made no further changes to their 
reporting practices in 1997 so, once again, one school reported in numerical levels, one 
used parent descriptors only and one did not use SPS at all. 
Some mystification was expressed by teachers at an apparent paradox caused by 
the proposition that a reporting framework with a heavy emphasis on conceptually 
complex achievements such as critical thinking was an appropriate response to the then 
current standards debate centering on basic literacy skills. Teachers had shown 
themselves to be sensitive to government and media criticism of students' levels of 
literacy and indeed some seemed to accept that levels could be in decline. Only one 
teacher challenged the assumptions on which claims of lower standards were based and 
the comments of two others implied they felt the claims had some validity. Teachers 
reported that the additions to the curriculum of SPS-initiated content resulted in less 
time than before being available to address basic skills which could worsen the very 
situation they felt SPS was intended to redress. While, as noted in Chapter 2, this 
perception is not an accurate reflection of the original intentions of SPS, it is however, a 
reflection of the way the situation was interpreted by teachers. 
Although the teachers had serious reservations about the suitability of SPS as an 
accountability measure which had led to considerable anxiety from increased workload 
and feelings of vulnerability, when applied in practice, its minimal impact on other 
stake-holders reduced the impact on teachers as well. 
Professional Knowledge and Practice 
As SPS was a comprehensive, large-scale reform, it involved teachers in 
changes of professional practice in a wide range of areas. In most instances, the three 
case study schools had engaged in some form of professional development activity in 
order to implement these changes. 
Professional Development 
Teachers from all schools in the study had participated in some SPS activities 
organised and presented by central office consultants. These included workshops and 
interschool moderation in October 1996. 
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The two larger schools, where there were designated SPS advocates, engaged in 
a number of school-based professional development activities in order to implement 
SPS. In the main these consisted of inservice sessions designed to promote syllabus 
familiarisation, program planning, assessment strategies and report card development. 
At StJohn's, the Key Teacher was the SPS advocate. He organised and led a range of 
school based activities that ensured teachers at his school spent more time engaging 
with the change than teachers at the other two schools. He was also responsible for 
wording the report card in such a way as to maintain the pressure on teachers to comply 
with SPS requirements. This Key Teacher seemed to have the respect of staff members 
although, the diligence with which he undertook his responsibilities for SPS 
implementation created tensions from time to time. The SPS advocate at St Anne's was 
not as confident with the change and she tended to use outside consultancy for staff 
workshops. At the smallest school where reporting practices did not change, no one had 
been delegated responsibility for SPS implementation and there was no formal school-
based professional development activity. The fact that the English Key Teacher was 
based in the lower part of the school where SPS had not been implemented was a likely 
explanation for this situation. 
Changes to Practice 
SPS was interpreted as an accountability measure realised through altered 
procedures for reporting student achievement. As a consequence of changing their 
reporting practices, teachers had reported a "washback" effect in the form of changes in 
their knowledge of the English syllabus, curriculum development, assessment 
techniques, student achievement and the management of records of student 
achievement. 
Reporting. 
During the first two years of implementation, only one of the case study schools, 
StJohn's, reported to parents using SPS (English) levels in accordance with the BCE 
recommendation that all schools report in this way by the end of 1996. A second school, 
St Anne's, reported to parents using outcomes statements with the numerical levels 
removed. St Patrick's reporting practices remained unchanged. 
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The preparation of reports according to the new outcome statements had 
required considerable teacher effort, particularly at StJohn's where teachers reported in 
terms of outcomes each semester rather than each year. The format in use consisted of 
outcome statements customised by the teachers to describe the content covered in their 
class programs during the reporting period (Appendix D). The statements were linked to 
SPS outcomes. Teachers at St Anne's used the standard "Parent Descriptors" that had 
been distributed by BCE. Both schools had a dual reporting system in that they retained 
their previous reporting format for English and added SPS information as an insert. 
There was limited evidence of teacher familiarity with the meanmg of SPS 
outcomes when using their assessment data to assign levels, though there was plenty of 
evidence that they had tried. Teachers at StJohn's reworded outcomes for the purposes 
of reporting and teachers at St Anne's expressed strong frustration with the lack of 
clarity of some of the discriminating language used ("choose" or "select"). However, 
the main criterion for assigning levels to student achievement appeared to relate to level 
of schooling rather than the attainment of specific outcomes. Hence, an average Year 4 
student was assigned Level 2 with plenty of pressure from teachers higher up in the 
school to leave Level 3 and Level 4 for their allocation. This approach resulted from 
teacher concerns regarding the consequences of inconsistent application of SPS levels, 
concerns that were intensified at St Anne's when an internal moderation activity 
revealed significant inconsistencies across year levels. 
StJohn's and St Anne's had offered parent education sessions to explain the new 
reporting system. However, teachers from both schools said that parent reaction to their 
changed reporting practices was minimal, a response they attributed to the failure of the 
reporting format to communicate in any meaningful way. Parent questions such as, 
"How is he going?" implied the need for a benchmark that indicated satisfactory 
progress against which they could measure their child's achievement. 
It seems reasonable to expect that teachers would require more positive parent 
response to their new reporting practices in order to persist with the considerable 
workload required by the new system. However, the retention of prior reporting formats 
to which SPS was only an add-on component could possibly enable parents to avoid 
engaging with the meaning of outcomes indefinitely. 
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Record-keeping. 
SPS outcomes in many respects represented an expansion of the scope of the 
achievement teachers had formerly reported to parents and therefore demanded 
supporting records of achievement with a similar expansion in scope. Teachers 
augmented the tests and checklists they were already using with work samples 
demonstrating the types of outcomes that now required their attention and collated these 
as assessment folios. Though all the teachers in the cases adopted assessment folios, the 
degree of organisation applied to the information they had collected appeared dependent 
on each school's level of commitment or fidelity to the recommendation to use SPS 
numerical levels to report student achievement. The school which had deferred 
reporting changes reported organisation as "holistic". In contrast, teachers who were 
reporting in numerical levels had records which allowed them to retrieve information to 
support judgments in each of the four sub-strands associated with Writing and had plans 
for the same level of detail to support reporting in each of the remaining two strands of 
Reading and Viewing and Speaking and Listening. 
Assessment. 
Driven by the need to collect specific types of assessment data, teachers made 
appropriate adjustments to their assessment practices. Assessment was now planned in 
advance as an integral component of units of work. Assessment data were collected at 
several stages during the unit rather than through an end of unit test because this was the 
only way to report on procedures such as planning, editing, and proofreading. 
Teachers became more familiar with the range of techniques available to assess 
student learning and showed a shift away from end of unit tests and a greater openness 
to the benefits of less formal techniques such as observation of students while working 
and discussions with students about their work. Teachers had also generated or 
borrowed criteria sheets and checklists for formal assessment tasks. Borrowed criteria 
sheets obtained from other schools had proved less useful than those the teachers 
generated themselves. At St Anne's, teachers had made some attempt at using criteria 
sheets generated elsewhere in order to explicate some behaviours that would indicate an 
SPS level had been attained. Their admitted lack of understanding and consequent 
scepticism regarding their value meant they were not used with confidence. Certainly all 
three schools had avoided the type of comprehensive checklist or "atomisation" of the 
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curriculum that had been feared by the writers of SPS. However, this was apparently 
due more to an absence of understanding of the general statements required to infer lists 
of specific behaviours than to the sound understanding that would have made such lists 
unnecessary. 
Although teachers implied assessment techniques such as observation and 
consultation were new this was not strictly the case. Teachers had always looked at 
what students were doing and talked to students about their work. Now, these practices 
had acquired additional status or legitimacy and were used to generate formal records of 
achievement in the form of checklists or anecdotal notes rather than existing only as 
general background knowledge of student achievement that was stored in teachers' 
heads. 
SPS caused a change in the type of assessment information teachers collected. 
Where previously students been required to show what they knew, SPS outcomes 
required them to show what they could do with what they knew. The consequence was 
that teachers collected more student work samples in support of their SPS judgments. 
This further strengthened the shift away from end of unit testing and drew attention the 
need to plan assessment as part of unit development. Work samples formed the major 
component of the folios of student work which were an important aspect of the 
assessment and reporting processes used by teachers. 
About half these teachers were using SPS outcomes in conjunction with folios to 
promote student involvement in the assessment of their own work and that of their 
peers. The provision of more specific task assessment criteria gave students a basis for 
review and development of their own work and that of others and supported the student 
consultation techniques some of the teachers were incorporating into their assessment 
programs. 
The more formal application of techniques such as observation and consultation 
was considered by most of these teachers as providing greater insights into student 
achievement though some considered the formalisation of much assessment as being 
unnecessary. While teachers appreciated the enhanced insights into student achievement 
made possible by using an expanded range of techniques, they were sceptical about the 
practicality of strategies such as observation and consultation in "normal" classrooms, 
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citing time constraints and classroom management issues as barriers to more widespread 
application. 
Teachers had found altered assessment procedures beneficial to some extent 
though the level of benefit varied from teacher to teacher. For example, for Ian (St 
Patrick's) it was a formalisation of previous practices. Eileen felt more purposeful and 
Terry enjoyed the novelty of consultation which he found quite informative. It seemed 
probable from these positive attitudes that teachers would retain some aspects of these 
practices even if the SPS initiative should be discontinued. 
Curriculum Planning and Teaching. 
Assessment programs whose development was driven by the need to generate 
records of achievement in terms of SPS outcomes had given teachers a sharper focus on 
what they wanted to achieve through their planning and teaching. Previous programs 
were described variously as "doing everything about a theme" or "wandering down one 
narrow little path". Now they were "making more sense" or "more purposeful" which 
teachers perceived as a positive outcome of the SPS initiative. Programs were planned 
with greater fidelity to school programs and/or the English syllabus than before and, at 
St Anne's, there was a corresponding reliance on commercial teacher resource material 
as the basis for program planning. 
In all three schools, the SPS outcomes expanded content covered in curriculum 
programs. This crowding of the curriculum put pressure on teachers to organise their 
programs more tightly and reduced their capacity for incidental learning or exploiting 
opportunities that arose for exploring sidetracks or "running with something that popped 
up" (Erica: 3). 
There was a move away from planning integrated or cross-curricula units of 
work as teachers were not confident of extracting the assessment data particular to the 
English outcomes from these activities. The result was a shift to a traditional discipline-
bounded curriculum, a tendency that may increase once teachers engaged in judging 
achievement with reference to many outcomes across an expanded range of Key 
Learning Areas. 
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Syllabus Implementation. 
As Queensland curriculum materials were highly correlated with SPS outcomes 
in terms of philosophy, terminology and organisation, teachers found that implementing 
SPS deepened their understanding of the "English syllabus for Years 1 to 1 0" 
(Department of Education, 1994b) and their own school-based English programs. To 
some extent, the SPS outcomes served as planning prompts for the inclusion of syllabus 
content in units of work. In some instances, this confronted teachers with syllabus areas 
which had previously received relatively little of their attention, usually areas that had 
been omitted through oversight, lack of interest or those which presented certain 
difficulties in planning, teaching and assessment. This selective implementation of the 
syllabus had typically resulted in programs with a disproportionately heavy emphasis on 
the textual features of narrative writing. 
Where content omissions were attributable to oversight, their inclusion in 
programs presented teachers with few difficulties. However, where omissions were due 
to a lack of understanding of the purpose of the content, few resources to consult for 
appropriate teaching, learning and assessment activities or doubts as what would serve 
as a record of achievement in the area, their inclusion in programs was problematic and 
so caused anxiety and confusion. This was particularly evident at St Anne's, the only 
school that had attempted using the SPS Parent Descriptors in reporting to parents in all 
three strands of English. Questions such as Erica's, "What does Viewing mean? 
Viewing a text or a video?", "How do I mark that?", and "Where do I get that 
information about the child from?" illustrate the ·Jack of teacher confidence in 
addressing these strands. As StJohn's, teachers had reported in only the Writing strand, 
chosen because it was the area where teachers were most comfortable and Ian, at St 
Patrick's, was also focusing on Writing in his student assessment portfolios. It may have 
been that the teachers at these schools were yet to come to grips with the problems in 
other areas that were causing higher levels of anxiety at St Anne's. 
The necessity to report on previously omitted or underemphasised sections of the 
syllabus relating to the prescribed range of genres, the strands of Viewing and Speaking 
and Listening and the sub-strands of contextual understandings and textual features 
(body language, choice of images or music etc.) highlighted teacher needs for more 
professional development and resources. Some teachers felt that expanding the range of 
genres included in their teaching programs was at the expense of other highly valued 
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aspects of English, particularly narrative writing. Teachers at St Anne's and St John's 
were apprehensive that a reduced emphasis on narrative writing could result in a variety 
of undesirable consequences such as reduced student enjoyment of English, fewer 
opportunities for sustained writing and the delayed development of a personal writing 
style. 
The terms in which teachers discussed concept and skill development in English 
and concepts and processes related to curriculum development indicated the acquisition 
and application of an increasingly technical, shared professional vocabulary. However, 
in many instances the technical language of the syllabus and SPS outcomes still 
presented a barrier to teacher understanding. Terms such as "new-fangled" language or 
"jargon" occurred quite frequently in teacher discourse and were always used 
pejoratively. 
Overall, developments in professional knowledge and its applications to their 
practice were not perceived by teachers in the study as wholly affirming experiences. In 
the course of implementing SPS, teachers were confronted with the realisation that they 
had not yet fully implemented the English syllabus, a major focus of professional 
development in their schools since 1991. This had two implications. First, the changes 
teachers had made in implementing SPS could be interpreted as deficit reduction rather 
than professional growth. These teachers saw the introduction of SPS as representing an 
element of professional expertise that they had to acquire in order to be considered 
competent in the current educational context. SPS was rarely described in terms which 
suggested it could be a vehicle for ongoing professional development. A second 
implication was that SPS implementation would require the inclusion of content that 
teachers did not value and/or did not fully understand because of the language in which 
it was expressed. As a consequence, teachers expressed varying levels of confidence in 
their own competence and questioned the goodness of fit between SPS/syllabus 
emphases and their own. Confidence in their own abilities was further eroded when 
moderation activities revealed that many of the understandings and interpretations 
teachers had developed were quite different from those developed by teachers at other 
schools. 
On balance, it seems that the considerable gains resulting from the introduction 
of SPS in terms of syllabus implementation and expanded assessment programs must be 
considered in relation to the intensity of the feelings of inadequacy and frustration 
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induced by the change and the implications of these for motivating teachers to embrace 
future innovations. 
Autonomy 
The implementation of SPS influenced the teachers' perceptions of their 
individual decision-making space in matters of curriculum development and teaching 
approaches. Reduced individual autonomy was evident when contrasting teachers' 
practices in the implementation of SPS with those they reported before the changes had 
commenced. Greater controls over how teachers reported had a flow-on effect to 
assessment, curriculum development, program or syllabus implementation and teaching 
approaches, some of which has already been addressed in the previous section on 
changes to practice. 
Previous reporting formats allowed teachers to indicate student achievement by 
means of marking continua or assigning categories such as VHA, HA which were 
similar to those used in secondary schools. Reporting had the appearance of being an 
objective activity, particularly when test results could be called on in support of teacher 
judgments. However, as there were no explicit guidelines as to which levels of 
performance rated specific positions on these continua or distinguished a VHA from a 
HA, reporting was more subjective than it first appeared, a situation commented on by 
one of the St John's teachers. Using standards of achievement as a basis of reporting 
meant teachers were more accountable to support their judgments with reference to 
external criteria. As they considered the SPS criteria quite difficult to interpret, this was 
not a comfortable experience for the teachers at the two schools who reported with 
reference to SPS. 
The actual format of the report card remained a school decision as was 
demonstrated by the different forms reporting took at the three schools. The Key 
Teacher at St John's ensured the report contained specific links to outcomes which 
served as a built in accountability measure. 
Supporting SPS judgments caused changes in teacher assessment practices in the 
three schools. Periodic testing and the idiosyncratic collection of work samples did not 
provide information required for reporting on aspects of performance relating to 
contextual understandings or knowledge of procedures for example. Teachers 
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experienced external pressure to expand their assessment techniques in order to increase 
the scope of the information they collected. The apparently compulsory participation in 
interschool moderation in 1996 and arrangements relating to school-based moderation 
contributed significantly to the pressure teachers felt to modify assessment. 
There was general agreement that the assessment requirements of SPS gave 
strong direction to the curriculum content selected for inclusion in classroom English 
programs. Teachers had to ensure students had opportunities to demonstrate 
development in a range of genres across all three strands of SPS in areas such as 
contextual understandings, textual features and procedures. Their reactions to this 
increased level of prescription depended on their degree of comfort with the content. In 
areas associated with writing teachers enjoyed a renewed sense of purpose. Where they 
were less confident in their own background knowledge, teachers expressed anxiety at a 
requirement to address problematic content without adequate support such as resources 
or professional development opportunities. 
As a consequence of closer adherence to a prescribed content in English, 
misgivings had arisen in relation to several shifts in curriculum emphasis teachers had 
detected. The requirement to expand the number of genres studied at any year level 
gave teachers a sense of rushing through a program that was so tightly structured as to 
restrict the exploitation of spontaneous learning opportunities that often proved 
enjoyable and fruitful classroom experiences. Finding time for the study of non-literary 
genres meant reduced opportunities for extended work on the narrative writing that 
several teachers believed was most enjoyable, fostered the imagination and provided 
opportunities for the type of sustained writing that developed discipline and personal 
style. Providing students with opportunities for the development of syllabus/SPS 
recommended analytical, critical and reflective skills and dispositions meant less time 
for "the basics". The two teachers who felt strongly about all three of these issues were 
experiencing a conflict of values between the curriculum content they were directed to 
teach and what they felt was most beneficial to students. For others in the study only 
one or two issues were raised as potential concerns with final judgment reserved till 
implementation had progressed further. 
There was a widely held belief that educational innovation must accommodate 
individual teaching styles. However, though all teachers in the study acknowledged 
some loss of autonomy over curriculum content, there was far less unanimity over the 
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impact on teaching approaches. Two teachers, for example, felt few restrictions on how 
they taught provided they covered the required content. One of these teachers contrasted 
the freedom she experienced in her current teaching situation with the restrictions 
common at the beginning of her career such as workbooks and whole school tests 
supervised by principals. Another two felt strong pressure to teach in a way that was 
neither in accordance with their personal style not considered by them to be most 
effective. They "resisted" approaches based on providing students with opportunities to 
create their own learning preferring to use the traditional transmission model or "chalk 
and talk", considered essential for basic skill acquisition. 
By contrast, the implementation of SPS also led to a reappraisal of collective 
local autonomy in responding to system directives. 
It surprised teachers that schools had the autonomy to challenge, resist, defer or 
adapt system recommendations regarding innovations such as outcomes based 
reporting. For teachers in the study, this knowledge was one of the major outcomes of 
interschool moderation in October, 1996. Once aware of their capacity for local 
decision-making, all schools in the study engaged in some modification to the 
recommendation to report student achievement in English using SPS by the end of 
1996. One school repeatedly deferred action, one introduced the strands progressively 
over an extended period of time and one removed from its report card the provision it 
had initially made to include SPS numerical levels. Although they acted collectively to 
exercise local autonomy regarding the implementation of SPS, teachers disagreed with 
the apparent lack of system sanctions against non-complying schools, arguing that the 
implementation of a system-wide reporting framework was pointless unless system-
wide implementation actually occurred. (In a survey undertaken by the BCE Education 
Officer: English in April 1997, only 24 out of a possible 107 primary schools indicated 
they had reported to parents using SPS levels at the end of 1996.) 
Professional Collaboration 
Though SPS did provide increased opportunities for teacher collaboration, it is 
debatable whether it had any significant impact on the day to day interactions teachers 
had reported prior to its introduction. Prior to the innovation collaboration was already 
valued highly by all teachers. 
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Two sites had structures in place to allow for professional collaboration. At St 
Patrick's, the smallest school, quite informal arrangements were possible due to the 
small number of people involved with any year level. At the largest school, St Anne's, 
arrangements pertaining to staff meeting agendas, playground duty rosters and specialist 
teacher timetables were organised so as to maximise opportunities for teachers to work 
with their year level colleagues. Professional collaboration at these schools did not 
increase, probably because initial levels were already so high. 
At St John's there were indications of increased professional collaboration 
which were attributed to several factors. The English key teacher organised professional 
development sessions to support SPS implementation and teachers also felt a need to 
keep in step with their year-level colleague and frequently communicated about 
classroom practice and progress. The closeness of this contact depended on the strength 
of the interpersonal relationships between the pairs of teachers on any year level. One 
teacher (Terry) was working more closely with a teaching partner than he had ever done 
before but another strong partnership from the first year of the study came to an end 
when one teacher transferred to another school and a working relationship was not 
established between the remaining teacher (Anne) and her new partner. 
All three schools provided opportunities for teachers to engage in moderation 
with colleagues to support the development of shared understandings of SPS levels and 
outcomes. SPS expanded the relatively small number of opportunities for interschool 
collaboration through the inauguration of an annual moderation exercise, the first of 
which occurred in October 1996. 
The reports teachers gave of the exchanges that occurred during teacher 
collaboration indicated that, though the levels of interaction were quite intense, changes 
in the nature of collaboration were more industrial and pastoral than professional. 
Teachers shared the high anxiety levels, uncertainties ("Am I getting it right?") and 
anger associated with SPS rather than their understandings of outcomes and successful 
classroom practice. They sympathised with colleagues forced to comply with the labour 
intensive procedures initiated by other schools and became aware of the vast differences 
in the ways various schools had interpreted and responded to the initiative. They saw 
evidence of the disparity in achievement between students from well-educated, affluent 
backgrounds and those from low socio-economic, NESB backgrounds. As a result, two 
of the schools in the study deferred components of their own implementation plans. 
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The only instances of SPS initiated increases in professional collaboration 
among colleagues were in highly structured professional development activities 
organised with a specific outcome in mind such as the design of a report card format (St 
John's), a review of a school based genre overview and a proposal for unit 
documentation (St Anne's). Where activities were less structured, teacher 
understandings of the practicalities of outcomes driven reform seemed insufficient to 
promote fruitful, professional exchanges. 
Ethical Considerations 
Aspects of SPS were perceived to have potential impact on the ethical 
relationships between teachers and students, colleagues, administrators, parents and 
system. The teachers were mindful of their contractual responsibilities to their system 
employer which, in this situation, required that they engage in school activities related 
to the implementation of SPS. At times, responsibility to employer was not perceived as 
being compatible with responsibilities to students, parents or caregivers, professional 
colleagues or the wider community. 
Teachers were apprehensive that the slow rate of progression considered normal 
between SPS levels would impact adversely on students in a number of ways. 
• Slow progression through levels would remove incentives for students to work 
harder as the distance between levels would typically take eighteen months to 
achieve. 
• Using a single SPS level to describe the achievement of most students within a 
class would not be perceived as fair or just by students who were aware of their 
achievements in relation to other class members and who expected this to be 
reflected in reports. 
• Students would suffer reduced self-esteem when younger siblings received the 
same or higher SPS levels. 
These remained concerns rather than actualities during the research period as 
teachers reported almost no response to SPS from parents or students. 
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A conflict of interest did arise when pressure was applied by colleagues to assign 
low SPS levels to students in order to "save" some levels for higher grades. Teachers 
felt this resulted in artificially low levels being assigned to the achievements of some 
students and raised the possibility that, in extreme cases, achievement itself may be held 
back if able students were not exposed to the learning associated with higher levels. 
Concerns for parents focused on the likelihood that SPS was a system parents 
would not understand without extensive information sessions and this raised the 
possibility of parents becoming disempowered or alienated from the education process 
if such sessions were not successfully implemented. Again this issue remained a 
concern rather than reality because of the low impact of SPS on parents. 
Finally, the teachers were aware of an identified need in the wider community to 
improve basic literacy skills and questioned whether SPS outcomes with their emphases 
on a wide-ranging coverage of genre, contextual understandings and critical skill 
development would be seen to be responsive to this need. 
These concerns, whether real or anticipated, were part of the impact of SPS, and 
contributed to teacher reservations about the reform. 
Teaching as a Service Profession 
While all teachers at the three schools found teaching a satisfying occupation, 
the demands of additional workloads combined with the uncertainties associated with 
SPS were sometimes considered excessive. They felt they had less and less time for 
aspects of teaching they found most enjoyable. Intensification of time meant that 
teachers reported chronic and persistent overload inhibiting planning and a perception 
of reduced quality of service. This was particularly evident at StJohn's. At St Anne's, 
teachers reported intensification of their work but were less specific as to how this had 
occurred. Others, particularly those who found innovation stimulating and rewarding, 
found the expectations for contributions to curriculum development on a school level 
combined with the effort required for classroom implementation difficult to balance. 
Another teacher had to discipline himself to make time for his family. 
Teachers still needed convincing that SPS was in the best interests of students 
and they were uncomfortable with the dilemmas they faced, particularly those ethical 
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concerns described in the previous section. Teachers were also mindful of reciprocal 
employer responsibilities to them. The nature, scale and pace of system change was 
perceived as insensitive policy making and represented a disregard for teachers' welfare 
and concerns. 
The increased workloads associated with SPS implementation were considered 
excessive by some teachers. During moderation, teachers from two of the schools had 
encountered colleagues whose principal had imposed a demanding recording system 
which they considered excessively demanding. Two teachers at another school were 
considering leaving teaching if conditions became more difficult. 
In 1997, teachers expressed their feelings about intensification of workload, 
lower morale and associated reduced work satisfaction through two forums conducted 
by Brisbane Catholic Education. These were the series of six convocations (Brisbane 
Catholic Education, 1997b) in which the then director consulted six hundred teachers 
and the call for contributions to the submission to the inquiry into the status of teachers 
(Brisbane Catholic Education, 1997 a). 
The Overall Impact of the Reform 
The implementation of Student Performance Standards (English) in primary 
schools administered by Brisbane Catholic Education has been shown to have had a 
significant impact on teacher perspectives of professional practice in the case study 
schools. Teacher responses to the reform demonstrate many similarities and some 
differences across the three sites. Teacher responses relate to the discussion framed by 
the research questions and are summarised in Table 8 in terms of beliefs about the 
origin and intent of the reform, the changes made to relevant behaviours, professional 
understanding developed as a result of the reform and attitudes. Significant similarities 
in response include perceptions of increased accountability, changes to reporting (two 
school only), the "washback" effect of assessment on planning and teaching and various 
levels of anxiety and uncertainty in relation to SPS implementation. These similarities 
can be accounted for in terms of factors relating to SPS such as its scale and complexity, 
the clarity of teacher understanding of what changes were required to their practice to 
implement SPS, the quality and availability of SPS documentation and resources and 
teacher reservations concerning the need or desirability of all aspects of SPS. External 
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factors such as the top-down nature of the change and the broad community interest in 
student literacy levels also account for similarities in response. 
Although teacher responses show significant similarities, they also demonstrate 
some differences, mainly in relation to the extent to which implementation occurred at 
each school. Implementation was repeatedly deferred at St Patrick's, modified at St 
Anne's and in excess of system recommendations at St John's. These different 
responses can be linked to school characteristics, administrative and curriculum 
leadership and the personal and professional characteristics of the teachers themselves. 
These local variables are summarised in Table 8. 
As could have been expected from such a large-scale reform, the impact of SPS 
has been evident across a comprehensive range of aspects of the teachers' role ranging 
from day to day classroom teaching decisions to more formal annual 
reporting/accountability practices. The considerable gains in terms of English 
curriculum development and attendant anxieties in their achievement all contributed to 
the overall impact of the reform. The impact of SPS has been shown to be a complex 
one whose analysis must incorporate the interaction of both beneficial and 
disadvantageous elements in interpreting immediate and long-term implications. 
Though the data on which these findings were based were collected in the first 
eighteen months of implementation, teachers reported little or no further change in their 
practices, attitudes or perspectives when visited towards the end of the third year of 
implementation to validate the conclusions. At the time of this later visit teachers 
confirmed the accuracy of the individual school accounts contained in this chapter and 
also commented on their applicability to their current positions. Reporting practices had 
undergone no further changes at the end of 1997 nor were any changes planned for the 
end of 1998. St Patrick's School had changed its report at the instigation of a principal 
who was new to the school in 1998 but none of these changes related to SPS (English) 
which teachers had still not used when reporting to parents. Teachers at StJohn's were 
still reporting using the SPS report card insert containing both numerical levels and 
customised descriptions of achievement they had developed but had reduced some of 
the more labour-intensive assessment practices introduced in the early days of 
implementation as they had proved unsustainable. St Anne's had also continued with 
their SPS insert containing non-numerical descriptions of achievement. As there had 
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Table 8 
Summary of Major Issues Related to Teacher Response to SPS and Contributing Variables at the Three School Sites 
TEACHER RESPONSE CONTRIDUTING VARIABLES 
ST PATRICK'S 
Beliefs Behaviour Understandings Attitudes Local Characteristics 
SPS a form of teacher No change to reporting Holistic understanding of Misgivings/anxiety regarding system School 
accountability of possible practices. SPS levels no deep expectations of teachers on realisation of Small school size which permitted much informal teacher-teacher, teacher-
benefits to teaching engagement with individual inconsistent implementation practices among parent interaction and explained the low priority given to procedures such 
profession no perceived Introduction of student folios outcomes. schools. as formal reporting to parents and formal professional development events. 
parent demand. for recording assessment 
information and involving Greater understanding of Concern at pace and scale of change, the Students 
Reform implications relate to students in self-assessment. School English Program. intensification of teachers' work and perceived Many students from none English speaking backgrounds making it 
programming and additional system unresponsiveness to teacher anxieties. difficult to communicate student achievement to parents using densely 
documentation of assessment Greater organisation and worded outcomes or comments. 
information rather than to focus evident in program Uncertainty regarding future of SPS and 
actual changes in teaching planning and collection of indications of personal vulnerability such as Principal/ Administrative Leadership 
style or approach - little assessment data based on relief at finding others with same levels of Principal had class teaching responsibilities as well as an administrative 
change required by "good" School English Program. anxiety at interschool moderation. role that left little time for curriculum leadership beyond some checking of 
teachers. teachers' work programs. Principal confident in interpreting change to suit 
Some informal collaboration Implementation (and teacher confidence) would school circumstance. 
SPS unlikely to promote with other staff members in benefit from additional resources, more 
greater parent understanding relation to teaching English prescriptive guidelines for teachers and a tighter Curriculum Leadership: 
of student achievement. in general (rather than structure for activities such as interschool English Key Teacher from Early Years where SPS was not in usc so 
specific to SPS moderation. English curriculum focus was on School English Program implementation. 
Capacity for student and implementation). 
teacher comparisons a Overemphasis on English at the expense of other Teachers 
potential disadvantage at Participation in interschool KLAs. Jan in part-time administrative role and seeking promotion to a larger 
schools with NESB and low moderation. school (which occurred at the end of 1998) so possibly reluctant to be too 
socio-economic student critical of a system reform to a member of Central Office staff. Response 
characteristics. to SPS sometimes inconsistent because influenced by both administrative 
and teacher perspectives. 
STJOHN'S 
Beliefs Behaviour Understandings Attitudes Local Characteristics 
SPS a form of teacher Additional reporting format Extensive engagement with Uncertain if"doing it right". School 
accountability of possible developed for English, outcome statements in Double drafts of each year level provided opportunities for the formation 
benefits to teaching initially in only one strand reworking them in terms of More comprehensive assessment program unduly teaching partnerships should teachers wish to work this way. 
profession - no perceived but covering all three SPS class programs for inclusion labour and time intensive and detracted from 
parent demand. strands in each semester by in revised report card. teaching preparation time and quality. l'rincipaVAdministrative Leadership 
the end of 1997 - beyond Pri1,1cipal took passive role but allowed freedom to English Key Teacher in 
SPS a possible system system recommendations. Difficulty in understanding Concerns about "teaching to the test", some development of SPS implementation strategy. 
response to public literacy the language of SPS curriculum emphases (too little time for the 
debate current at the time of More purposeful, focussed outcomes and keeping up to "basics" and imaginative writing) and changes in Curriculum Leadership: 
implementation. planning aligned with School date with frequent changes. teaching style (traditional techniques replaced by English Key Teacher strongly supported SPS implementation through the 
English Program. methods perceived as less effective) and revision of the school report card and the organisation of systematic 
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Reform implications relate to 
additional documentation of 
assessment information that 
was "in teachers' heads", 
more external control over 
program content, and change 
from traditional teaching 
styles (though this last 
interpretation held by two 
teachers only). 
Possible parent 
misinterpretation of SPS 
based reports and misuse of 
information in challenging 
teacher judgments and 
capabilities .. 
STANNE'S 
Beliefs 
SPS c a means of additional 
accountability to general 
public and to parents who 
took active interest in 
children's achievement. 
SPS a possible system 
response to public literacy 
debate cun·ent at the time of 
implementation. 
Possible parent 
misinterpretation of SPS 
based reports and misuse of 
information in challenging 
teacher judgments and 
capabilities .. 
Capacity for comparisons 
that fail to acknowledge 
contextual variations 
between class and school 
populations. 
Purposeful, planned and 
progressive collection and 
recording of assessment 
information using expanded 
range of techniques and 
increased student 
involvement - less reliance 
on end of unit testing. 
Voluntary increase in 
collaboration among teaching 
partners in affirming own 
practice and sharing teaching 
and assessment plans and 
progress. 
Participation in intra and 
interschoolmoderation. 
Behaviour 
Additional reporting format 
developed for English in all 
three strands but later 
modified to remove 
numerical reporting by SPS 
level. 
More purposeful, focussed 
program planning and 
collection and recording of 
assessment information. 
High level of collaboration 
maintained for purposes of 
affirmation and exchange of 
ideas. 
Participation in intra and 
interschoolmoderation. 
Realisation of inconsistency 
in assigning levels led to 
development of school 
guidelines. 
Greater understanding of 
School English Program, 
particularly genre 
development and application 
of range of assessment 
techniques. 
Greater awareness of 
previously neglected aspects 
of School program eg 
Viewing, Listening. 
Understandings 
Difficulty with the language 
('Jargon") of SPS outcomes, 
particularly the interpretation 
of key, discriminating words. 
Greater understanding of 
School English Program, 
particularly genre 
development and application 
of range of assessment 
techniques. 
Greater awareness of 
previously neglected aspects 
of School program eg 
Viewing, Listening. 
inadequacy in reporting incremental gains in 
student achievement. 
Fears of inconsistent teacher interpretation of 
levels eroding parent confidence in teacher 
judgment 
Implementation (and teacher confidence) would 
benefit from additional resources, more 
prescriptive guidelines for teachers and a tighter 
structure for activities such as intcrschool 
moderation. 
Attitudes 
Lack of confidence in assessment judgments, 
especially in less familiar aspects of syllabus. 
Work intensification related to changed planning, 
assessing and reporting may erode the rewards of 
teaching. 
Concerns about some curriculum emphases eg 
underemphasis on the "basics" and imaginative 
aspects of English; overemphasis on assessment 
.and (English at expense of other KLAs); shift 
from current holistic approach. 
Misgivings concerning range of consequences of 
inconsistent teacher interpretation of levels and 
inadequacy of SPS for reporting incremental 
gains in student achievement - eg erosion of 
parent confidence in teacher judgment; invalid 
student and teacher comparisons, reduced student 
motivation and reduced parent participation. 
Implementation (and teacher confidence) would 
benefit from additional resources, (including 
intervention strategies), more prescriptive 
guidelines for teachers and a tighter structure for 
activities such as interschoolmoderation. 
Some scepticism regarding SPS purpose/future. 
171 
professional development events to develop theoretical understanding of 
the School English program and SPS and provide guidelines for classroom 
practice. Built teacher confidence by encouraging modification and 
simplification of SPS for classroom use. 
Teachers 
All teachers had been at the school for a number of years with the 
exception of Lisa a much younger teacher on contract for only 1996 who 
left to teach at a private school that did not implement SPS. One teacher 
was nearing retirement age. Another was an active member of the 
teachers' union, which had given her an understanding of issues beyond 
the school. A fourth was extremely unconfident and apprehensive of parent 
opinion. None expressed any career ambitions beyond successful 
classroom teaching so this was where SPS had to prove itself useful to gain 
their acceptance. 
Local Characteristics 
School 
Large school provided opportunities to develop teaching teams at each 
year level. 
PrincipaU Administrative Leadership 
Administrative practices encouraged teacher collaboration through 
timctabling practices and organisation of staff meeting agendas. Principal 
and Assistant to the Principal: Administration (APA) generally compliant 
altitude to system recommendations and so agreed with reluctance to staff 
requests for modified implementation of SPS. APA organised professional 
development events and attempted follow-up encouragement of classroom 
implementation. 
Curriculum Leadership: 
APA undertook curriculum leadership in Years 4 to 7. Her own level of 
SPS understanding made her reliant on outside consultancy support. 
Strongest English leadership in the school was in the Early Years where 
SPS was not in use so this leadership concentrated on School English 
Program revision and implementation. 
Teachers 
Teachers ranged in age from 30 to mid 50s. All had been at the school 
several years and had no stated transfer or other career ambitions beyond 
successful and rewarding classroom teaching so this was where SPS had to 
prove itself useful to gain their acceptance. 
still been no response from BCE or parents regardless of the implementation path 
schools had decided to follow, it appeared teacher anxiety had reduced and was now 
tempered by an apparent bemusement at the progress of SPS. 
Though the impact of the reform was extensive, the study has identified several 
issues of particular significance relating to the conceptual design of SPS and its 
documentation, the interplay of professional growth and professional confidence, the 
costs and benefits of implementing outcomes-driven reforms such as SPS and the 
changes in individual and collective autonomy that have implications for system control 
over classroom practice in the conduct of future reforms. These issues will be further 
explored in Chapter 5. 
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CHAPTER 5. ISSUES AND IMPACT 
In Chapter 4 the data obtained from interviews with three groups of teachers and 
supplemented by observations and collection of artefacts made during the initial period 
of SPS (English) implementation were analysed with reference to the three empirical 
research questions: 
How do teachers understand and interpret curriculum policy initiatives 
related to outcomes driven reforms? 
What school-based initiatives were developed m implementing the 
reform? 
What is the impact of the implementation of reporting with Student 
Performance Standards in English on teacher perspectives of professional 
practice in schools administered by Brisbane Catholic Education? 
This chapter continues the analysis process through consideration of the issues 
arising from the analysis of data reported in Chapter 4 and then relates these issues to 
the major research question, "What is the impact of outcomes-driven curriculum reform 
on teacher perspectives of professional practice?" 
The complexity and paradoxical nature of curriculum reform are illustrated by 
the issues arising from the impact of outcomes that were identified during this 
investigation. The discussion in Chapter 4 has demonstrated that, to some extent, the 
impact of the reform has affected all dimensions of teachers' professional practice as 
they have been identified in educational literature (Bottery & Wright, 1996; Brennan, 
1990; Densmore, 1987; Hargreaves, 1994b; Hart & Marshall, 1992; Jacob & Cochshutt, 
1995; Lam, 1983; Mertens, 1994; Preston, 1996; Seddon, 1997; Stewart, 1993; Sykes, 
1990; Wilson, 1991). The practice of specifying outcomes, as one of the numerous 
forces impacting on teachers' working lives, has caused advances in professionalism in 
some respects and retreats in others (Hargreaves & Goodson, 1996, p. 268). However, 
as teachers tend to focus on the relationships with children as the dominant 
characteristic of their professional role (Bennett, 1995), advances in other areas of 
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practice such as curriculum development are not always perceived as such when they 
appear to be unrelated to advances in these relationships. 
Significant issues arising from the data concern teacher understandings, 
interpretations and development of school based initiatives and the impact of outcomes-
driven curriculum reform on their perspectives of professional practice. These issues 
were identified through the extension of the coding process associated with the 
grounded theory approach to data analysis described in Chapter 3. In this final stage of 
the analysis themes were identified from the initial analysis presented in Chapter 4. The 
broad themes which emerged from the data have been clustered and discussed using 
categories which reflect patterns identified during the analysis process. The major 
findings of the study refer to the following such categories. 
• The quality of SPS 
• Professional knowledge and confidence 
• The benefits and costs of outcomes-driven curriculum reform 
• The changing nature of school-system relationships 
These themes emerged from a final coding process during which relationships 
were considered among categories in order to integrate concepts and develop more 
abstract levels of analysis. The categories discussed in this chapter emerged from the 
data as relationships were identified across the categories used in earlier stages of the 
analysis as described in Chapter 4. During a process of repeated reference to the data 
some issues dominated because of their recurrence and strength. In this way teacher 
concerns about the quality of SPS emerged as a theme from teacher experiences related 
across sections on accountability, ethical considerations and professional collaboration. 
Professional knowledge and confidence was developed as a theme through linking the 
section on professional knowledge and practice with issues of confidence across all 
other sections. Costs were evident across all sections while benefits were identified 
mainly in relation to growth in professional knowledge and practice. The changing 
nature of school-system relationships was developed by relating the section on 
autonomy to relevant sections on accountability and ethical considerations. These 
relationships are supported in the detail contained in each of the following sections. 
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Each premise will be discussed in tum with a view to examining the major 
outcomes of the investigation into the impact of outcomes-driven curriculum reform on 
teacher perspectives of professional practice. 
The final two sections in the chapter summarise the implications and impact of 
the reform 
The Quality of SPS 
The quality of the SPS reform was questioned by all teachers in the study. All 
were critical of the wording of the outcome statements and all who had reported to 
parents using outcomes questioned aspects of conceptual design. Concerns related to 
potential misuse for the purposes of surveillance and comparison were raised at each the 
case study sites. Issues associated with the quality of SPS are discussed in this section 
and include: 
• conceptualisation of the reform 
• clarity of outcome statements and levels 
• potential misuse of outcomes data. 
Conceptualisation of the Reform 
The relatively small number of levels into which the SPS outcomes were 
organised implied that progression between levels took a student, on average, about 
eighteen months to achieve. This made SPS an unsuitable tool for describing smaller 
increments of learning which meant that reporting student achievement to parents 
became a major concern for teachers. In addition, the wording of the outcomes was 
considered overly technical or full of jargon which made them open to a wide range of 
interpretations. This led to a further problem, that of assigning levels to student 
achievement in a way that was consistent with the practices of other teachers and in the 
best interests of students. 
Progression Through the Levels 
Because all three schools provided written reports twice a year, progression from 
Year 4 to Year 7 encompassed eight reporting periods. During this time, "normal" 
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progression would take a student from SPS Level 2 to Level 4. At some stage, most-
students would remain on the same level for two consecutive years or three or four 
reporting periods. Pressure from teachers in the upper primary section of the school 
discouraged middle primary teachers from accelerating "normal" progression. 
Unless your child was absolutely phenomenal, out of this world sort of stuff, 
then you assign them to the average level." .... When you think a child in Grade 4 
could be a really quite good reader, quite excellent reader, read anything, do 
anything but they're not allowed to be put on a higher level because that would 
be taking up the grades ahead. With ours if we put ours up to Level 4 in Grade 5 
you might have what you consider a really good reader ... but when it's pointed 
out to you "No you can't put them into (Level) 4 because that's what a grade 7 is 
or a grade 8 is." they can't go any further so they just stay on Level 3 for say two 
or three years or whatever it is. (Ursula: 3) 
Restrictions of this nature frustrated teachers and promoted some of the 
trivialisation of the reform as enacted at St Anne's. 
Reporting Student Achievement 
Teachers felt that the small number of levels available to them to report student 
progress had several disadvantages relating to accuracy, justice, self-esteem, motivation 
and accountability. 
Accuracy. 
Previous grading or rating systems, had provided teachers with the means to 
describe a wide range of student achievement. At St Patrick's, markings along a 
continuum could differ by millimetres to indicate fine distinctions between various 
levels of achievement (see Appendix B). The VHA, HA, SA ratings used at St Anne's 
and similar five-level codes could be extended to indicate fifteen levels when 
embellished with plus and minus signs (see Appendix C). Teachers felt restricted when 
only one level was applicable to most students in the class. At St John's, teachers 
customised the outcome statements to interpret SPS levels in terms of specific class 
content but were still restricted to the same small numbers of levels when assigning 
numerical summaries (see Appendix D). At St Anne's, teachers indicated by a system of 
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striking through or colouring boxes associated with each set of level outcomes whether, 
for example a Level 3 achievement was tenuous (coloured in Level 3 box with a strike 
through Level 2), sound (coloured in Level 3 box only) or near the next level (coloured 
in Level 3 box with a strike through Level 4). This system, developed in an attempt to 
effectively treble the number of gradings available, was eventually consigned to internal 
moderation exercises only. Other schools, outside this study, achieved the same effect 
with an additional code or continua indicating whether a level was "beginning", 
"developing" or "extending". This scale is possible derived from a four point scale 
developed in Victoria which described levels of achievement within CSF levels as "not 
apparent", "beginning", "consolidating" or "established" (Howes, 1997). Brady ( 1996a) 
has also reported similar, conceptual problems in schools in New South Wales where 
the levels cover similar broad bands of achievement. 
Justice and Motivation. 
Teachers felt that students often knew with some degree of accuracy how their 
achievements rated in comparison with those of other class members and would 
therefore expect a fair reporting system to accurately reflect their relative rankings. 
It's not enough is it really? They know when their work has been in excess of 
somebody else in the class who is still on Level 3 and they're still on Level 3. 
(Ursula: 3) 
Should the achievement of most of the class fall within one SPS level, teachers 
at St Anne's in particular, were concerned that students would perceive their reports as 
unjust, a perception which could reduce motivation. 
They could adopt an attitude, "What's the point of working? We're only going 
to be on Level Three. I'm not getting any further up. Year after year I'm still 
Level Three." (Ursula: 2) 
Slow progression through levels was also felt to be potentially damaging to 
some children's self esteem, especially when the achievements of a younger sibling 
were comparable. 
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... we all agreed at the moderation meeting was not enough levels and that 
children in four, five, six and seven could possibly be at the same level in 
something for that period of time and we spoke of siblings who may be in Year 
7 having the same level as a brother or sister in a lower class and we spoke about 
self esteem of that child opposed to this younger child coming through and 
having the same level. (Erica: 2) 
Accountability. 
The small number of SPS levels also posed an accountability problem for 
teachers as they could see the public perception of their effectiveness could be 
associated with gains in student achievement making it appear that children who failed 
to progress or who may even have regressed have received inadequate instruction. 
Clarity of Outcome Statements and Levels 
Interpreting Levels 
Throughout the research project teachers frequently mentioned their difficulties 
in interpreting the outcomes as specified in the document and in assigning levels with 
any consistency. Confusion resulted from the lack of clarity of the wording of some 
outcomes statements described by teachers as "new-fangled language" or "jargon". 
Therefore, during interschool moderation, teachers found they could differ by as much 
as two levels when making judgments about student achievement even though the 
outcomes were very broad and described a wide range of achievement. All groups of 
teachers in the study commented on differences of opinion in assigning levels that had 
arisen in their discussion groups on interschool moderation day, with the biggest 
differences reported by the teachers who were involved in groups containing both 
primary and secondary English teachers. 
A further problem was caused by the use of particular pairs of words such as 
"choose" and "select" or "refers to" and "consults". Sometimes the only discrimination 
between two levels of achievement was signalled by these words. As no glossary or 
professional elaborations were provided to impose specific meaning on these terms, 
teachers relied on intra-school moderation to reach in-house understandings which were 
not always the same as the shared understandings established at other schools. Further 
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confusion was caused when, in response to teacher concerns, the August 1996 draft of 
SPS contained changes to some of the discriminators used in the July draft of the same 
year, thus "recognise" and "identify", previously associated with Level 3 and Level 4 
respectively were now reversed. In anticipation of teacher confusion, some schools 
suppressed dissemination of the August document, but, as this was widely used on 
interschool moderation in October, 1996, teachers who had not seen it before became 
quite disconcerted to discover they were not using the "latest" version. 
Assigning Levels 
In response to their difficulties with consistency of application of SPS, many 
schools devised their own methods of assigning levels of achievement. This point was 
demonstrated by one teacher at St Anne's. 
As a whole school we sat down and said "Well, in Grade 7 most children would 
be at Level 3, confident Level 3 going into Level 4, Grade 5 and 6 should be at 
Level 3, Year 4 would be Level 2 and maybe one Level 2 child moving into 
Level 3 and just had a broad range so we wouldn't have Level4 in grade 3 and 
Grade 4 and then level3's in Grade 7. (Alice: 3) 
This approach raised the possibility of implementing SPS without any reference 
to the SPS outcome statements at all. In these early stages of implementation, the levels 
of use could be described in terms of mechanical or routine implementation rather than 
refinement, integration or renewal (Horsley & Loucks-Horsley, 1998; Snyder, Bolin, & 
Zumwalt, 1992). Though all teachers were making some attempt to implement SPS in a 
spirit of fidelity to the broad intention of the reform, practices such as the conventions 
that had arisen at St Anne's where levels were allocated according to norm referenced 
criteria can only be interpreted as a trivialisation of the reform, a trivialisation explained 
by Elmore ( 1996a) as an example of a school undertaking a reform for which they did 
not yet have either institutional or individual competence, an interpretation confirmed 
by the many teacher comments expressing doubts in their own abilities to implement the 
change. Hargreaves (1994a) attributes overt yet superficial compliance such as this to 
what he describes as the "persecutory guilt" teachers experience in trying to comply 
with outside demands of doubtful practicality or validity. 
179 
Another school response to the difficulties with the SPS wording was to locate 
related documents that teachers considered had greater clarity, generally the original set 
of English outcomes developed nationally. At interschool moderation, one group of 
teachers found others using "English - a profile for Australian schools" (Australian 
Education Council, 1994) as a basis for assigning levels. One of the schools in this 
study based their report card outcome descriptions on the Parent Descriptors (derived 
from "English - a profile for Australian schools") and a related resource that had been 
developed for an SPS workshop by the researcher in her role as consultant. The absence 
of a uniformly accepted base document was a source of frustration for teachers. 
I think it (interschool moderation) pointed out more differences .... partially 
because people were putting different amounts of emphasis on the national 
profiles as opposed to the SPS statements. Some were relying on the national 
profiles fairly heavily others were ignoring them totally and there were people 
like me who were having ... two bob each way. (Lloyd: 2) 
The various versions of outcomes teachers consulted in assigning levels to 
student achievement were aligned in intent but, for busy teachers who used the 
documents infrequently, this alignment was not always apparent. At two of the schools 
in this study, teachers expressed a preference for standardised testing as a basis for 
assigning SPS levels. Though aware of the limitations of this option they still 
considered it the lesser of two evils. 
Though the need to "improve the quality of many of the outcomes statements in 
order to make them more easily understood and useable" (Randall & Kerr, 1995, p.76) 
has been identified in trials of other versions of outcomes, the difficulties experienced in 
interpreting this particular set of outcomes statements in use in the Queensland study 
seemed more intense and pervasive (QSCC, 1996, 1998a, 1998b) than in reports of 
similar reforms in other settings where teacher resistance has focused more on 
intensification of workload or reduced individual autonomy (Broadfoot, et al., 1991; 
Osborn, et al., 1991 ). This may be due, in part, to the abstract nature of the outcome 
statements and the removal of pointers or behaviours illustrative of specific outcomes. 
Where standardised testing has been a component of the implementation of outcomes, 
as was the case in England and Wales, test items may have reduced the need for 
teachers to make links between outcomes statements and student classroom behaviours 
therefore minimising the likelihood of vastly differing interpretations. 
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The absence of resources that would have assisted teachers in interpreting the 
outcomes was the result of two decisions. The first was the decision of Education 
Queensland not to proceed with the implementation of Student Performance Standards 
which meant that the supporting resources whose development was assumed by 
Brisbane Catholic Education authorities were unavailable. The second was the decision 
of BCE consultants to maintain a focus on the implementation of the "English syllabus 
for Years 1 to 10" (Department of Education, 1994b) rather than develop resources 
specific to SPS (English). Other studies of educational innovations (Crandall, Eiseman, 
& Seashore Louis, 1986; Huberman & Miles, 1984; Snyder, et al., 1992) have identified 
the quality and/or availability of resources as one of the main factors influencing the 
success of educational innovation. According to Pullan (1991) it is not uncommon for 
ambitious, politically driven projects, of which the introduction of student outcomes is 
an example (Brown, 1994; Forster, 1995; Lingard, et al., 1995; Rout, 1995) to proceed 
at too rapid a pace to allow for the development of adequate materials and other 
resources. However, critiques of individual projects have not identified generalised 
principles to guide the development of resources that effectively support educational 
reform. 
Potential Misuse of Outcomes Data 
As had been the case in England (Airasian & Gregory, 1997), at the time SPS 
were introduced, Queensland primary schools had no prior tradition of required 
curriculum objectives and outcomes-based accountability since the abolition of the 
Scholarship examination in 1962. Additionally, there was not any intrusive system of 
supervision in the BCE system or in any of the individual schools in the study. Teachers 
were therefore able to consider themselves relatively free from observation and 
criticism other than that they reported from individual parents, a situation that one 
teacher (Ian) considered had resulted in poorly performing teachers continuing 
unchecked. The creation of data on student achievement of outcomes left teachers 
feeling vulnerable to criticisms and comparisons of performance whose failure to 
account for all the influences on student learning such as English proficiency and socio-
economic background caused particular alarm. Critics (Reid, 1995) of an outcomes 
approach have warned against their use for surveillance of teachers and unfair 
comparisons through measures such as the publication of league tables that had 
occurred in England (Edwards, 1995). 
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The difficulties in interpretation and application teachers had experienced with 
SPS, combined with their fears that it could be used as an indicator of their competence, 
were so considerable as to merit the consideration of this factor as an intervening 
condition (Strauss & Corbin, 1990) with a direct influence on other consequences of the 
reform. These included the erosion of teacher confidence in some aspects of their 
professional knowledge and some fundamental conflicts between the educational values 
implied by the outcomes and teachers' own values with regard to appropriate 
curriculum emphases and the personal costs of curriculum reform. 
Professional Knowledge and Confidence 
Working with the English outcomes enabled the teachers in the study to develop 
their understanding, not only of SPS, but also of related areas of classroom practice as 
contained in "English syllabus for Years 1 to 10" (Department of Education, 1994b ). 
This understanding developed during, rather than prior to, implementation, a trend 
consistent with other research (Huberman & Miles, 1984), which may explain some of 
the reservations that teachers had as they commenced using SPS. All teachers in the 
study could identjfy what they considered professional growth in their substantive 
knowledge and practice. They were also able to identify areas in which they felt their 
knowledge was inadequate and this was a contributory factor to the loss of confidence 
that was evident in their accounts of their experiences. 
Professional Growth 
Teachers reported that their most significant areas of professional growth 
included syllabus knowledge and associated program planning, expanded repertoires of 
assessment techniques, consequent insights into student achievement and efforts at more 
effective organisation of assessment information. These changes such as the definition 
of what counts as knowledge in English and the way it is assessed are considered 
changes to the core of schooling and are very different qualitatively from the minor, 
small-scale changes that occur more or less continually in most schools (Brady, 1996b; 
Elmore, 1996b). 
As Queensland curriculum materials were highly correlated with SPS outcomes 
in terms of philosophy, terminology and structure, teachers found that confronting SPS 
required greater syllabus and school program familiarity. Though these documents had 
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been recommended as the basis of classroom programs since 1991, they still "felt new" 
to teachers who now realised their use had been quite selective. Classroom programs 
had been based on the content teachers liked and felt most able to teach (Griffin, 1998; 
Taylor, 1994) or had been able to avoid (Grundy & Bonser, 1997). This had resulted in 
programs with a heavy emphasis on the textual features of written narrative genres. 
To report student progress using SPS outcomes meant programs had to be 
expanded in their emphases on modes such Viewing, Speaking and Listening, genres -
particularly of the non-literary transactional, expository types, and the development of 
contextual understandings. This prompted a closer examination of the syllabus and an 
evaluation and revision of the School English Program at two of the schools. All 
teachers said their programs were now more purposeful and more focused because of 
their need to assess outcomes in terms of genre development. This represented a shift 
from a traditional inputs approach to curriculum and assessment (Griffin, 1998). Ian 
found the goals clearer than before, felt his programs made more sense and were more 
coherent. At StJohn's, Terry felt he no longer strayed down "one narrow track", Eileen 
was "more aware of what I'm teaching" and more questioning of "what I'm doing and 
why I'm doing it". Ursula, Erica and Alice (St Anne's) reflected that they no longer 
"branched out and did everything related to a theme" as they now "honed in on a genre" 
and chose activities "more selectively to lead you into what you're synthesising". 
Changes to teachers' programming have many features in common with those prompted 
by outcomes-driven reforms implemented elsewhere. These include increased 
purposefulness (Brady, 1996a) and a shift towards a more traditional subject-bound 
curriculum which has also been observed in Australia (Griffin, 1998), Canada 
(Masemann, 1996), England (Butterfield, 1995) and the United States (Lewis, 1995). 
Though it was apparent that outcomes had influenced the content of teaching 
programs at all three schools, there was less consensus that the innovation was intended 
to influence teaching approaches. Teachers were divided on this issue with those stating 
they felt at liberty to teach their program in any way they considered matched by the 
number who "resisted" what they interpreted as pressure to move away from their 
traditional "chalk -and-talk", traditional approach towards a more constructivist 
approach. For those who did not mention this as an issue, there was presumably no 
effect felt. 
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Assessment had become a driving force behind program planning. The tight 
focus teachers reported was due to the need to collect specific types of assessment data, 
some of which had not been collected before or, if it had been, only in an informal, 
unrecorded way. In the past, assessment had focused on textual features such as 
cohesion, spelling, pronunciation and grammar. Teachers had now become aware of the 
need to collect more comprehensive data including the genres students had studied, their 
understandings of the contextual factors associated with these genres and procedures 
such as editing, planning, proof-reading. 
The collection of different types of information demanded that different types of 
assessment techniques be employed. Teachers at all schools had experimented with 
recommended syllabus techniques such as consultation which they found necessary 
when assessing student contextual understandings and the procedures that were used 
when composing or comprehending texts. Though observation of student progress was 
not a new technique, it acquired a more formal status when the information so obtained 
contributed to records such as anecdotal notes, checklists and criteria sheets. As had 
been the case in England (Broadfoot, Pollard, Croll, Osborn, & Abbott, 1994) the 
formalisation of assessment had led to some resentment. However, teachers had avoided 
the atomistic, checklist approach which Griffin (1998) considers can lead to the 
breakdown of outcome-based education and which practice has been criticised in other 
studies (Brady, 1996b; Pullen, 1997; Randall, 1997). 
Teachers collated their newer forms of records along with work samples and 
tests as folios of student achievement, which were useful in substantiating judgments 
reported to parents. At two schools (St Patrick's and StJohn's), teachers had also begun 
to use criteria sheets and student folios as a means of more closely involving students in 
the assessment of their own work. What was less clear was how teachers linked 
assessment information to their future teaching decisions (Harlen, Malcolm, & Byrne, 
1995). Those who had used other programs such as "First Steps" (Education 
Department of Western Australia, 1994) contrasted them favourably with SPS for the 
intervention strategies they provided to assist children identified as being in need of 
additional support. 
The terms in which teachers discussed changes in their professional practice 
indicated the acquisition and application of an increasingly technical, shared 
professional vocabulary, a development identified in other investigations (Grundy & 
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Bonser, 1997). However, teachers' continued complaints about the "jargon" in the 
outcomes and syllabus documents indicated they were still far from confident in their 
own understandings of the technical language associated with the subject English. 
Reduced Confidence 
Engaging simultaneously with unfamiliar aspects of the syllabus and an SPS 
document, whose problematic nature has been discussed in an earlier section, was 
perceived by teachers as an experience characterised by anxiety, a lack of confidence in 
their ability to "do SPS" and uncertainty regarding system commitment and 
expectations. Uncertainty, anxiety and disillusion, though varied in intensity, were 
expressed by teachers at all three schools confirming Hargreaves (1998) and Pullan's 
(1997) assertions that educational change is an emotional activity. Considerable strength 
of feeling persisted throughout the period of the study. 
Ian's accounts of SPS implementation at St Patrick's referred to feelings of 
comfort and discomfort, his use of the passive voice often attributing these feelings to 
others. Sometimes his remarks were at odds with each other as his shifts of perspective 
during the interviews produced contradictions and inconsistencies in his conclusions. 
When asked about these seeming variations of perspective at a later date he explained 
them as a product of his dual responsibilities of classroom implementer and school 
administrator. 
Of his own feelings, Ian reported uncertainty about whether he "was on the right 
track" and isolation. Because he had sole responsibility for SPS reporting in Years 5, 6 
and 7 at his very small school isolation was more of an issue for him than for any of the 
other case study teachers, all of whom had at least one year level colleague. 
You walked away (after moderation) saying, "Well I'm not alone"; 
You want to feel like you're not the only person doing it (SPS); 
You're not the only person in this situation so getting together and airing your 
problem or grievance is very important; 
Meeting with people of similar grades is therapy enough sometimes.... rather 
than just going it alone, let the world cave in around you and it's too late then. 
185 
Ian referred to colleagues at other schools as being anxious, frightened and 
"wondering what SPS was still about," and "a bit up in the air about exactly where to 
go". He also questioned whether BCE was aware of the impact of its recommendations 
on schools and wondered whether "the system really is listening to that anxiety". 
Of the three groups of teachers, those at StJohn's had made the most headway 
with SPS and demonstrated the highest confidence levels, particularly after participation 
in moderation which was a most affirming experience for them. This relative comfort 
with the reform was attributed to the leadership of Andy, their Key Teacher who had 
approached SPS with confidence in his own classroom and, to a certain extent, 
demystified it by advising teachers to "work through all the stuff, come up with the 
nitty-gritty and simplify it" for themselves. Comments on occasion did, however, 
suggest levels of uncertainty about aspects of the SPS initiative. Terry could not really 
convince himself "that that this is the best way to go". Anne had a particular concern 
about parent response while the others expressed more general doubts about the value of 
the reform and their confidence in their own competence. 
I don't know if I'm going to be able to cope with them (new assessment 
techniques). (Anne) 
Now I don't know whether that's right or wrong (when talking about the 
increased emphasis on writing non-literary genres). I do get worried about that. 
(Eileen) 
As soon as we become familiar with the document, there's another one thrown at 
us to become familiar (with) again. I'm worried that we'll never get enough 
work covered. (Anne) 
We don't know whether we're making the right decisions but we do it anyway. 
(Lisa) 
The St Anne's group of teachers recorded some very strong feelings, mostly 
relating to difficulties in understanding and implementing the reform and consequent 
effects on their confidence levels. 
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Are we ready to give SPS levels to parents when we can't really back up or 
explain why ourselves because the terminology as it is at present... 
We put ideas together because we're not all 100% sure on anything at the 
moment. (Alice) 
I've taught for ten or eleven years and I feel like I am so bamboozled, confused 
and don't know where I am going. I have a bit more idea now but at the 
beginning I thought, "What did I learn for the past ten years?" (Alice) 
We're just taking key words out and hoping that what we're doing is right. 
(Andrea) 
I don't know about the others but I don't really understand the Cultural and 
Social Understanding and all of that .... I get a bit stressed, I suppose, about are 
we doing it right, is it the right thing, are we going the right way, is this what 
they want? How do we assess Listening? (Ursula) 
We seem to be having a lot of trouble narrowing particular levels down. 
We wouldn't have felt confident enough to question the (SPS) process until the 
moderation meeting and then we thought everyone else was feeling much the 
same way. (Ursula) 
When you're teaching you really need to have most things pretty clear in your 
mind and that hasn't been the case all the time. (Lloyd) 
How do I mark that (uses of Speaking or Understood Spoken Language)- where 
do I get the information about the child from? (Erica) 
They're (SPS outcomes) purely for the teacher. They might ask questions and 
you wouldn't be able to answer them" (Erica) 
The low morale, stress, anxiety and anger (Forster, 1996) illustrated here are 
similar to the feelings evoked by the implementation of the national curriculum in 
England and Wales (Broadfoot, et al., 1991; Helsby & McCulloch, 1996; Osborn, et al., 
1991) and in other parts of Australia (Forster, 1995). Guilt was also indicated by some 
of these remarks, in particular the persecutory guilt (Hargreaves, 1994a, p. 143) that 
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explains the superficial compliance teachers demonstrated rather than the resistance that 
might be otherwise expected from the strength of negative emotion. 
All teachers found that participation in moderation relieved some of their guilt 
and anxieties. The group from St John's found that they were relatively advanced in 
their understanding and application of SPS reporting. The teachers at St Anne's found 
others as confused as themselves and Ian, from St Patrick', found that others' levels of 
anxiety were much higher than his own. However, while the moderation process 
provided teachers with moral support, none of the teachers mentioned any practical 
resources or ideas that they brought from the day that they could apply in their own 
classrooms though this was one of the main purposes to be achieved during the exercise. 
Though the focus of professional collaboration in which teachers engaged, such as intra 
and interschool moderation, was often more on affirmation and moral support than on 
talk about practice it is nevertheless indicative of the beginning of a shift from what 
Hargreaves ( 1997) describes as autonomous to collegial professionalism. This is 
characterised by common purposes; the need to cope with uncertainty and complexity; 
and the need to respond effectively to rapid change (Hargreaves, 1997, p. 98), 
conditions fostered by the implementation of SPS. 
Teachers were by no means entirely preoccupied with their own feelings and 
elsewhere showed deep concern for the impact of the innovation on students, parents 
and colleagues. Their feelings did reflect levels of apprehension about their professional 
adequacy and confusion and anxiety about the way in which SPS was being 
implemented, feelings common to those involved in the early stages of significant 
educational change (Huberman & Miles, 1984). 
Teachers made various suggestions regarding additional support they considered 
was still needed in order to reduce their levels of anxiety. These included appropriate 
professional development activities, the production of resources designed to provide 
more guidance in teaching assessment and record-keeping and more structure to direct 
participation in intra and interschool moderation. 
The Benefits and Costs of Outcomes-driven Curriculum Reform 
The outcomes-driven reform, SPS, initiated benefits and associated costs in 
terms of teachers' perspectives of their professional practice. Large scale reform has 
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commonly initiated large scale change (Fullan & Stiegelbauer, 1991; Huberman & 
Miles, 1984) and the scale of this reform was reflected in the scale of the changes that 
teachers and schools made to their practice. As discussed in earlier sections, teachers 
had developed greater familiarity with the English syllabus and made consequent 
changes to their programs. Assessment and reporting procedures were more in line with 
syllabus requirements and current educational thought. Accountability measures had 
been put in place and teachers spent more time in collaboration with professional 
colleagues. If considering the change in terms of the level of actual changes to practice, 
one would find a compelling amount of evidence of its success and it was, to a large 
extent, the awareness of these benefits that sustained BCE commitment to SPS through 
periods of uncertainty. 
Teachers' own perspectives of the outcomes of the reform were more 
ambivalent. Because of their inability to realise the promised benefits of SPS, teachers 
found it difficult to make meaning of their SPS experiences. They were, however, able 
to count the costs of implementation with greater clarity. Doyle and Ponder ( 1977, p. 8) 
cite costs as one of the three essential criteria which teachers use to judge the 
practicality of a proposal. They conceptualise cost as the ease with which a proposal can 
be implemented and the potential return for adopting an innovation. 
The changes to knowledge and practice were significant but, with few 
exceptions, were considered more as the achievement of system directives rather than 
growth in professional practice. While there were undoubted benefits associated with 
the reform, in many instances, the benefits were few and often eclipsed by the various 
costs incurred in their achievement. As the previous section illustrated, gains in 
professional knowledge were offset by anxiety and loss of teacher confidence in their 
ability to implement the reform. Additional benefits and costs were considered in terms 
of changing curriculum emphases, workloads, professional autonomy, relationships and 
ethical considerations. 
Changing Curriculum Emphases 
The value of some changes in class program development and assessment 
practices was acknowledged but scepticism was expressed about the value and/or 
feasibility of others as a result. Greater fidelity to the English syllabus meant that 
teachers were aware of some changing curriculum emphases, some of which they 
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regarded with a degree of unease. The implementation of SPS came at the end of an 
intense English syllabus implementation period that had begun in 1991. Teachers were 
concerned at the number of years that English had been the main professional 
development focus and worried that other subjects were becoming "stagnant" (Ian). 
Within English they identified other shifts in emphasis which caused concern. Teachers 
at StJohn's and St Anne's felt that the inclusion of a range and balance of genres in 
their programs was achieved at the expense of the emphasis previously given to 
imaginative or story writing and that this had further consequences in reducing the 
opportunities students had for sustained writing and the development of a personal style. 
Attempts to redress previous omissions from the syllabus had resulted in a more 
crowded curriculum which could be covered only by means of tightly structured 
program which permitted few opportunities for spontaneity, an experience these 
teachers had in common with those in other studies (Brady, 1996a; Colwill, 1997; 
Griffin, 1998). 
Teachers at all schools reported difficulties in addressing the sub-strand of 
Cultural and Social Understanding in their teaching and assessment programs and 
seemed to find it paradoxical that contextual elements of the syllabus should be 
assuming such importance at a time when the public debate centred on basic, rather than 
critical literacy. With few exceptions, newspaper articles around the time of the study 
failed to challenge assumptions that literacy trends were problematic. The majority of 
teachers did not attempt to challenge charges of declining literacy prevalent in the 
media and several of their remarks could be construed as tacit acceptance of these 
claims. Crowther (1991) attributes this type of response to teachers' own experiences as 
consumers of media reporting. 
Changing Workload 
Workload issues have been strongly associated with the introduction of 
outcomes specification wherever it has been investigated (Albany Consulting Group, 
1994; Brady, 1996a; Brady, 1996b; Broadfoot, 1992; Griffin, 1998; Grundy & Bonser, 
1997; Hancock, et al., 1995; Osborn, et al., 1991). The additional work required in 
collecting, recording and reporting student achievement in terms of the SPS framework 
was felt to be significant by teachers at both the schools that had changed their reporting 
practices (St Anne's and StJohn's). Even at St Patrick's, where reporting practices had 
not changed, teachers had augmented their assessment practices. All teachers found the 
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increased workloads quite demanding although, as could be expected, the teachers who 
had attempted implementation with a high level of fidelity (StJohn's) reported the most 
significant and specific increases in workload. Terry commented that working harder 
made it difficult to allow sufficient time for family life and Eileen was "scrambling" to 
prepare her daily program. The erosion of teaching time as a consequence of the 
accountability demands of additional assessment, reporting and recording has also been 
identified as a consequence of outcomes-based in other settings (Kennedy, 1995a). 
Teachers at St Anne's also reported heavy workloads and, as they could perceive 
fewer rewards for their efforts, were more critical of the additional requirements. Ian (St 
Patrick's), while admitting to pressure and anxiety resulting from the pace of change did 
not specifically attribute any of this to a heavier workload. He did however, comment 
several times on what he considered "crushing" requirements at other schools. Some 
teacher perceptions of intensification of workload were more in anticipation of further 
developments in the "wave of curriculum reform" they were experiencing than 
reflections of current workloads. 
Well, by the time we're using SPS in all of the maths levels and all of the 
language levels and if it goes into religion or other subject areas there will be a 
folder this thick (makes a gesture) for one child. (Terry) 
Now you're getting maths, then you'll get religion and then you'll get something 
else ... but there's more thrown at you as well. (Alice) 
The increased workloads teachers perceived illustrate the "washback" effect of 
educational reforms based on changes to assessment and reporting. Educators and 
politicians are aware of the relationship between assessment and curriculum 
development and how assessment can be used as a tool to drive the whole educational 
enterprise (Hargreaves, 1989; Earl and LeMahieu, 1997; Marsh, 1994b). A section in 
this chapter has described how changes to reporting and assessment practice required 
changes to record-keeping and the planning and delivery of curriculum programs for the 
teachers in this study. So, SPS, though ostensibly a reporting tool, in practice had 
widespread implications for a range of aspects of teachers' work, implications which 
lacked clarity at the beginning of the reform and which challenged the classroom focus 
and autonomy of teachers in curriculum development. 
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Changes in Professional Autonomy 
School English Programs were intended to interpret the English syllabus for 
local conditions. The level of use inferred prior to the advent of SPS shows teachers had 
exercised their individual autonomy in the classroom by using school-based programs 
very selectively in their curriculum decision-making which was based on the time they 
devoted to English, the aspects of the program in which they were most interested 
(Griffin, 1998; Grundy & Bonser, 1997) and the areas which they felt competent to 
teach (Taylor, 1994). Curriculum practices based on bending rules and taking liberties 
with curriculum rather than making reasoned and articulated professional decisions for 
which teachers are prepared to accept responsibility when mistakes are made is 
considered by Perrenoud ( 1996) as a form of hidden autonomy and far from the attitude 
of the professional. 
The SPS-driven demand for greater adherence to the syllabus or School English 
Program in developing class programs represented a loss of control over curriculum 
inputs for all teachers. Though this resulted in an intensification of workload, teachers 
also responded favourably to the increased direction and purposefulness they perceived 
in their programming. The perceived impact on teaching styles was more diverse. While 
some teachers felt they were free to choose how to teach, others felt they were under 
pressure to change their traditional teaching approach. Eileen and Ian said they felt they 
had autonomy in the classroom, in regard to pedagogical approaches as long as they 
covered prescribed curriculum content. However, the other teachers felt constrained by 
more prescriptive curriculum demands (the need to cover specific genres) and the 
requirements of collecting certain types of records of student achievement (observation 
notes and interview). This was perceived as pressure to change style and was met with 
some resistance. 
I'm a traditional teacher. I like to stand at the blackboard with my piece of chalk 
and explain things and I get frustrated waiting for different groups to come up 
with an answer. I just can't cope with that and I think they're going to learn a lot 
faster if I'm out there explaining it to them than (by) stumbling around in the 
dark by themselves. (Terry) 
How teachers interpreted the impact of outcomes on professional autonomy 
depended on their perceptually defined decision-making space (Lovat & Smith, 1995; 
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Maxwell, 1985). Teachers (Anne, Terry, Ursula) who saw that many decisions had 
already been taken by others and who identified few options available for their own 
decisions, defined small decision making space for themselves in the implementation of 
SPS. Others such as Eileen and Ian still considered a range of options in selecting 
teaching, learning and assessment activities. 
Though reduced autonomy has been criticised on the basis that it erodes 
teachers' skills and judgment (Apple & Teitelbaum, 1986), Hargreaves (1989, p. 166) 
considers that the tolerance for individualism and variation that can foster excellence at 
the school level also has the capacity to protect mediocrity and even incompetence. In 
arguing for some limits on teacher discretion and independence in teacher curriculum 
judgment he (Hargreaves, 1989, p. 168) proposes centrally produced guidelines for 
offering a range of educational experience to students accompanied by a little central 
pressure and classroom feedback other than from students in order to generate priorities 
for improvement. There is some evidence from this study that teachers would welcome 
more prescriptive guidelines for implementing outcomes. School-based activities that 
clarified curriculum requirements and provided planning guidelines were received 
favourably by teachers and most of their suggestions for future system support indicated 
that direction in planning, assessing, reporting and moderation were high priorities, 
especially in the mechanical or preparation stages of implementation when, according to 
Horsley and Loucks-Horsley (1998), teacher concerns focus on management issues. 
Changes in Relationships 
Although relationships with students were teachers main priority, SPS had an 
impact on professional relationships with parents and colleagues as well. 
Relationships with Students 
In some respects SPS had provided a tool for teachers (Ian, Eileen, Terry) to use 
in making their expectations explicit to students in the form of criteria sheets. This 
enabled them to work more closely with students in assessing their own performance 
and that of their peers. However, teachers appeared more concerned about the negative 
impact of SPS on the classroom environment. An earlier section has identified potential 
difficulties in terms of the effect of SPS-based reporting on students' motivation, self-
esteem and perceptions of fairness. Additional fears related to teachers having less time 
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for interaction with students because of the intensification of their workloads brought 
about by additional assessment and recording requirements. Ursula in particular, 
emphasised the importance of the teacher's role in students' attitudinal development and 
identified the intensification of teachers' work as being at odds with attending to student 
needs in this area. 
And this is what I think. If children have a love of learning and a love of reading 
and a love of things they will learn. But if you're stressed out and saying, "Go 
away, go away, I've got to do this. I've got to do this," that part will be stressful. 
(Ursula: 1) 
Teachers also felt the tone of the classroom had become more formal because of 
the shift away from imaginative writing driven by the need to cover a greater number of 
genres than before. The tighter structure of classroom programs also reduced 
opportunities for spontaneity. 
Relationships With Colleagues 
Operating conditions at all schools in the study at times matched Hargreaves' 
(1994a) characteristics of collaborative cultures. When operating collaboratively 
teachers at all schools demonstrated relations with colleagues that were spontaneous, 
voluntary and aimed at developing classroom practice. Collaboration took a number of 
forms from the less formal, relatively undemanding exchange of experience, requesting 
ideas and resources, sharing ideas and resources and giving and receiving assistance to 
activities that required more mutual adjustment such as the curriculum planning and 
cooperative teaching undertaken regularly at St Anne's (Little, 1984). Collaborative 
activities at all schools were common, frequent and mostly informal though, the amount 
of organisation required to facilitate time for joint activity increased according to school 
size making collaboration appear more formal in the largest school (St Anne's) because 
of the implications for playground duty rosters, specialist teacher time-tabling and so 
on. 
As collaborative climates were well established at all schools prior to the 
introduction of SPS, its impact was relatively minor. The changes that were observed 
concerned an expansion of the scope of collaboration at one school and the nature of 
collaboration associated with the moderation of SPS outcomes. 
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At St Anne's where active promotion had developed strong forms of collegiality 
the collaborative culture became more "robust" (Full an & Hargreaves, 1991). This was 
evident in a reduction in teacher quiescence as staff confidence developed sufficiently to 
challenge the implementation of SPS after becoming better informed about 
developments in other schools during interschool moderation. This robust collaborative 
culture took the form of successful petitions to school administrators, the result of such 
"assertive interactions" (Hargreaves, 1994a) being a decision to alter the then current 
form of implementation, delaying full implementation in the recommended form for at 
least twelve months. 
At other times, collaborative activity characterised Hargreaves (1994a) contrived 
collegiality in that moderation on an internal and cross-school basis was 
administratively regulated, compulsory, implementation-oriented, fixed in time and 
space and predictable. Teachers' reactions to contrived collegiality depended on how 
closely the intended outcomes of the activity matched their own needs and abilities. 
Activities based on the moderation of outcomes assigned to student achievement were 
reported as frustrating experiences whose main positive outcome was the comfort that 
can be taken from finding the understanding of others as confused as one's own. Fullan 
(1991) confirms that the impact of teacher collaboration is often strongest on teachers' 
confidence in periods of uncertainty. 
Some activities organised on a school level, though they could also be described 
as contrived collegiality in that they were administratively regulated, were viewed much 
more positively as the outcomes - clarifying year/level curriculum requirements at one 
school and developing reporting procedures at another - provided practical assistance to 
teachers in the implementation of SPS. Perhaps this indicates that contrived collegiality 
can succeed only when it is imposed in an already collaborative culture. 
Relationships With Parents 
Although SPS in its broadest sense, was intended to promote increased parental 
understanding of student progress through the adoption of a reporting system which was 
consistent among states, schools, systems and teachers, this enhanced communication 
was, as yet, far from a reality. Teachers who had reported to parents using levels (St 
John's) or outcome descriptions (St Anne's) received no indication that this had been 
meaningful to parents. Despite being presented with outcomes and work samples, 
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parents had still needed to ask, "How is he going?" as they had no benchmark level that 
indicated normal expectations for any particular group of learners. Teachers at all 
schools were of the opinion that a lot more parent education was needed before parents 
understood the new system and at St Anne's there was strong apprehension that the 
technical wording of the outcomes might be so intimidatory as to "alienate parents from 
the educational process". 
Parent misunderstanding or misinterpretation of SPS reporting also made 
teachers feel vulnerable as the normal rate of progress through the levels may be 
attributed to lack of effective teaching, particularly by already disgruntled parents. One 
teacher (Ursula) was also apprehensive that minimalist reporting information ie. a 
number related to a level gave little indication of the richness of the classroom program 
or the amount of teacher work that went into its enactment. 
Ethical Considerations 
The ethical concerns of teachers encompass their commitment to students, 
colleagues and the teaching profession and responsibilities to parent, the community and 
employers (Board of Teacher Registration, 1995). Aspects of SPS implementation had 
an impact on how these various commitments and responsibilities were managed, 
especially when conflicts of interest presented teachers with ethical dilemmas to which 
they saw no easy solution. Teachers were mindful of their contractual responsibilities to 
their system employer which, in this situation, required that they engage in school 
activities related to the implementation of SPS. At times, responsibility to employer was 
not perceived as being compatible with responsibilities to students, parents or 
caregivers, professional colleagues or the wider community. 
As these dilemmas have been addressed in previous sections of this discussion 
they can be summarised as follows. Teachers questioned whether the implementation of 
this set of outcomes served the interests of: 
• students- since it had the potential to lower self-esteem, reduce motivation and 
appear unjust; 
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• parents- since it described achievement in broad, general terms only, had not 
provided parents with any indication of satisfactory progress and was so difficult 
to understand as to intimidate and alienate; and 
• colleagues - since it intensified workloads, reduced confidence and caused 
tensions between teachers from different year levels when only a small number 
of outcomes was available to describe a large range of student achievement. 
Cost Effectiveness of the Innovation 
The issues identified in this and earlier sections can be seen to constitute a strong 
argument that the benefits of SPS have been achieved at a high cost. While teachers 
vary considerably in their appreciation of the benefits and their resistance to the costs, 
only one teacher (Eileen) seems to have been sufficiently stimulated and rewarded by 
the exercise to consider the exercise to have been cost effective and even she had been 
unable to sustain some of the assessment practices she had adopted in the very early 
stages 'Of implementation. Others seem to be more in sympathy with Lloyd when he 
says: 
I don't know if there's too much point in getting too worried about it (SPS) 
because it will probably change soon anyway. A lot of people got caught early 
on and they spent days and days and weeks of their lives, holidays and 
everything else trying to come to grips with it and it just seems to change so 
often and it won't be long until some other new emphasis where we'll be doing 
things differently or this will be adapted in some different way or something. 
(Lloyd: 3) 
Teacher characteristics and orientations, including their sense of personal 
efficacy, were significant school level factors affecting how teachers responded to the 
reform. Underlying teachers' actions, while grappling with the practical implications of 
achieving SPS outcomes, were their misgivings about the goodness of fit, or ecological 
validity (Doyle & Ponder, 1977), between recommended practices and their educational 
beliefs, a far more influential factor than increased knowledge in determining responses 
to change (Pajares, 1992). The practicalities of classroom conditions were a further 
factor where goodness of fit was important. For example, the success of some 
assessment practices relied heavily on the teacher's management skills and the students' 
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social skills. In circumstances where these skills were lacking, student's who were not 
being assessed were reported to be engaged in the completion of minor tasks or "busy 
work" (Broadfoot, et al., 1991). 
On balance, it seems that the considerable gains resulting from the introduction 
of SPS in terms of syllabus implementation and expanded assessment programs must be 
considered in relation to the intensity of the feelings of inadequacy and frustration 
induced by the change and the implications of these for motivating teachers to embrace 
future innovations. 
The Changing Nature of School-system Relationships 
The implementation of SPS both defined and clarified elements of school 
relationships with the BCE system. The status of system "recommendations" was 
questioned and found to be less binding than teachers had once thought. Teachers 
experienced frustration and uncertainty with what they perceived as inconsistent 
exercise of authority, inadequate guidance and support, unrealistic demands and 
insensitivity to their complaints. The disenchantment teachers expressed at the time of 
the study augured badly for the fate of future innovations initiated in this way by the 
BCE system. 
Status of System Recommendations 
For many teachers, one of the surprises of interschool moderation in October 
1996 was discovering that not all schools were complying with the BCE 
recommendation to report to parents using SPS levels for all three strands of English. 
(Only 24 schools out of a possible 107 did finally report as recommended at the end of 
1996.) Armed with this information, teachers at one school (St Anne's) sought a 
meeting with their principal and put a case for amending school plans to carry out the 
reporting recommendation. Another (St Patrick's) had not proceeded very far with plans 
to report and they decided to defer all further implementation till the following year. Of 
the three research schools only one (St John's) proceeded as planned with its intention 
to report in Writing at the end of 1996 and add the remaining sub-strands of 
ReadingNiewing and Speaking/Listening in 1997. Because of factors such as the 
cessation of SPS activity in Queensland's state schools, limited resources, lack of BCE 
reaction to non-compliance with its recommendation, on-going difficulties with the SPS 
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document and the uncertainty created by the development of national benchmarks, two 
schools (St Anne's and St Patrick's) deferred changes again at the end of 1997 and 
again at the end of 1998. Only StJohn's continued to report using outcomes and they 
used the national document rather than the recommended Queensland SPS document. 
This experience defined a high level of local authority for teachers with regard 
to reinterpreting or challenging the status of BCE recommendations. After moderation 
in 1996, teachers at all three schools indicated they thought the principal had the power 
to make decisions in matters such as SPS. At StJohn's and St Patrick's, these types of 
decisions were made in collaboration with staff. At St Anne's, the principal responded 
to staff requests for modification of SPS implementation plans though he had not 
involved them in earlier decision-making as he had not considered the matter to be a 
local decision. He expressed annoyance that it had become so. 
Commitment has been acknowledged as a strong influence on the level of 
implementation, particularly in the early stages when difficulties are likely to arise 
(Huberman & Miles, 1984; Lokan, 1997c). The absence of sanctions against schools 
who failed to adhere to system recommendations with regard to implementation of SPS 
was interpreted as a possible reduction in the central office commitment to the change. 
The result was reduced commitment by the principals at St Patrick's and St Anne's with 
consequent reductions in teacher commitment. Only at St John's, where key teacher 
commitment remained steadfast, did implementation continue according to plan. 
System Consistency 
While teachers generally welcomed opportunities for consultation, the 
realisation that schools were able to exert local authority over SPS implementation 
invoked some adverse reactions because of the consequent inconsistency of 
implementation throughout schools in the BCE system. Ian, from St Patrick's, described 
his feelings as follows. 
I think that area of uncertainty is a big thing and wondering what really 
is expected of us. You hear from around the traps that one's definitely 
doing it, one's not sure if they're going to do it, one like ourselves, we're 
not going to do it. I mean, do we really know what we're doing or should 
we do it or, you know what I mean? Like, if everyone was doing it then it 
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would be fine. Everyone would say, 'Beauty, we're all going together". 
But, because there are so many different variants, you wonder what is 
going on. (Ian: 3) 
Asking questions such as "What do they (BCE) really want?" and describing 
their uncertainties in terms such as "bamboozled" and "floundering" indicated that 
teachers felt in need of more guidance and support from BCE. Specific support they 
identified as priorities were the further development of the SPS document - its language 
and number of levels, more prescriptive guidelines for assigning levels, participating in 
moderation and reporting to parents, standardised resources such as SPS based criteria 
sheets and assessment tasks and more inservice in the teaching and assessment of some 
difficult aspects of the English syllabus - notably Viewing, Speaking, Listening and 
Cultural and Social Understandings. The nature of these requests was common to all 
three schools. 
System Motivation for Change 
The lack of BCE response to the uneven and troubled implementation of SPS in 
terms of either increased pressure or support led to teacher questioning of system 
conviction of the educational arguments originally put forward in support of the 
initiative. Eileen, a teacher from StJohn's wondered if SPS was a reaction to demands 
for more teacher accountability. 
I'm wondering if there's pressure coming from society outside onto the 
teaching profession in terms of the public perception that kids are leaving 
school and they can't read or write ... so Cath Ed are making us more 
accountable. (Eileen: 3) 
On the other hand, Lloyd from St Anne's linked SPS with government funding. 
I think the only reason Cath Ed went through with the SPS when there was 
more than doubt over it, the only reason they went through with all the 
hoops even though al these descriptors and everything were being changed 
weekly, was that they had a ton of money as in a huge grant from the state 
government and they felt they had to spend it and if they didn't spend it 
they might not get it again and it was like well here's an opportunity to 
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develop the teaching of language generally even if we don't go fully 
through with it so let's spend the money and let's do it because it's there. 
(Lloyd: 3) 
The desire to improve learning outcomes for students was not mentioned as a 
likely motivation for the introduction of SPS 
Sensitivity to Teachers' Problems with the Change 
In considering the demands on their time and energies related to the scope, 
nature and pace of current and proposed changes initiated by BCE, teachers perceived 
the system as lacking both empathy with school reality (all schools) and sympathy for 
teachers' work related anxiety (St Patrick's and St Anne's). Ian from St Patrick's 
welcomed the series of convocations by which the then director of BCE personally 
consulted 600 teacher representatives in the first half of 1997 as a means by which the 
pressure teachers were feeling could be expressed. 
Implications 
The SPS experience, in causing the teachers to question the authority, motives 
and support of system recommendations, may have implications for the success of 
reform initiatives in the future at these three schools. Should SPS be discontinued or 
replaced as a reporting framework, it may be difficult to engage the energies of either 
the teachers who put so much effort into trying to make it work or the teacher who 
(successfully) opted for the strategy of ignoring it until it went away. 
I think it's taken a bit of faith out of teachers' beliefs in new curriculum and new 
things. (Lloyd: 3) 
Teacher aims and purposes were influential determinants of their responses to 
the implementation of SPS. Sikes (1992, p. 41) notes that imposed changes put teacher 
aims and purpose at odds with those prevailing in schools. Top-down models of 
implementation imply responsibility for compliance with school principals at the local 
level. The difficulties associated with this reform laid the foundations for the low degree 
of administrator-teacher harmony that arose at one school when teachers began to 
demonstrate problems with the pace and scope of implementation (Huberman & Miles, 
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1984, p.257). Brady (1996b) highlights the need for continued support for teachers 
arguing that unresolved problems can produce irreversible resistance to innovation. 
Furthermore, the resourcing the teachers indicated was necessary for continued 
implementation showed that they felt that administrative muscle was not balanced by 
the "tutoring and tenderness" required for effective implementation (Huberman & 
Miles, 1984). 
The Impact of Outcomes-driven Curriculum Reform on Teacher Perspectives of 
Professional Practice 
This study was undertaken to investigate the impact of outcomes-driven 
curriculum reform on teacher perspectives of professional practice. An analysis of the 
interview data highlighted the issues discussed earlier in this chapter. These issues have 
now led to the identification of the impact of the reform. 
Outcomes of the Investigation 
The large-scale reform which has been the focus of this investigation has had 
some degree of impact on almost every aspect of teachers' professional practice at the 
three school sites. Some of these effects have been significant in their impact and some 
less important. Some teachers' interpretations of the likely impact of the reform were 
realised while others never became realities. The impact of the reform can be 
summarised as four broad themes that emerged from the teachers' accounts of their 
experiences. These four themes were induced through a cross case analysis of the major 
issues of each case identified in Chapter 4 and the extended analysis in this chapter. 
1. The conceptualisation and documentation of outcomes have the capacity to 
negatively impact on teachers' attitudes towards accountability demands and 
confidence in their professional knowledge and present teachers with a number 
of ethical dilemmas. 
2. In implementing the outcomes-driven reform, teachers make many modifications 
to their professional practice. Though these adaptions reflect sound educational 
theories and system recommendations, the professional satisfaction they bring is 
limited by their doubtful validity and practicality and reductions in professional 
confidence as perceived by teachers. 
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3. Teachers experience the impact of outcomes-driven curriculum reform in many 
dimensions of their professional practice and consider a wide range of factors 
when evaluating overall impact. 
4. In responding to the accountability demands of outcomes-driven curriculum 
reform, teachers redefine and clarify individual and group autonomy with 
consequent shifts in school-system relationships and questioning of and 
challenges to system authority in matters of educational change. 
This study into the impact of outcomes driven reform on teacher perspectives of 
professional practice has depicted teaching as a problematic profession whose 
practitioners are continually faced with ethical and other dilemmas as they go about 
their work. Dilemmas as defined by Huberman and Miles (1984, p. 278), are situations 
requiring "a choice between two competing goods which set up a tension which must be 
resolved one way or another" and, in their studies of innovations they conclude that 
school and system personnel face countless dilemmas when attempting to bring about 
educational change. Outcomes-based reform had promised benefits for students, 
parents, teachers and the wider community. However, as discussed in this chapter, these 
teachers' experiences of SPS implementation to date had caused them to question 
whether fidelity to this outcomes-driven reform was consistent with serving the best 
interests of all stakeholders. Teachers concerns centred on whether students would be 
offered the curriculum most appropriate to the literacy development valued by the 
community; whether students and parents would make sense of SPS related records of 
student achievement; if failure to make sense of the change would cause student and 
parent alienation and reduced confidence; if records of achievement would be 
motivational or perceived as fair; whether SPS would adversely affect relationships with 
colleagues when there did not seem enough levels "to go round". Early experiences 
indicated to teachers that SPS was not in the best interests of all concerned. 
For these, as with most primary teachers, the joys and rewards of teaching were 
associated with caring for and working with young people (Hargreaves, 1994a, p. 173) 
(Dinham, 1995). Therefore, even in times of perceived work overload, teaching still 
provided immense satisfaction. 
Responses to the question about how the reform had influenced how they felt 
about teaching ranged from almost defiant avowals of unaltered commitment through 
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serious questioning of the effect of the intensification of workloads on quality of 
personal life to stated intentions to consider leaving the profession if conditions 
worsened. It was evident that for most teachers the pressure associated with this reform 
had reduced or challenged the joys of teaching, only one teacher having been attracted 
by the opportunities offered for growth through the reform. Pullan ( 1997) has also 
described responses to educational reform in terms of reduced work satisfaction. 
Overall, the benefits promised by SPS had not been realised and those benefits 
that had been incorporated into practice were, in general not highly valued or celebrated 
by teachers during the first one and a half years of implementation. The negative impact 
had been considerable in terms of anxiety and reduced confidence in the advantages of 
the change and in teachers' own abilities to implement it. Teachers were also confronted 
with a series of ethical dilemmas which affected daily practice. On balance, the impact 
of implementing SPS was largely negative and, on this evidence, the innovation was 
seen neither as an effective quality nor accountability mechanism (Willis & Kissane, 
1997b). While "attempt more, get more" may have originally been applied to the 
intended outcomes of educational innovation, in many instances "more" can mean more 
negative effects as well, according to Huberman and Miles (1984, p. 280) who raise a 
final question when considering ambition versus practicality. 
How high should sights be set - and what are the costs in personal stress, failed 
hopes and eventual cynicism about future change efforts that one is willing to 
risk? 
Though the identification of these issues may depict the impact of this particular 
large-scale innovation as problematic, measures that have been incorporated into the 
study support the trustworthiness of the findings reported in Chapters 4 and 5. As 
described in Chapter 3, the nature of the data and its method of collection have been 
described in some detail. The voices of teachers are heard by means of the inclusion of 
extensive quotations and teachers have confirmed the accuracy of the interpretations 
contained in the three case reports. No claims have been made for the generalisability of 
the findings though, by establishing links to other related research in Chapter 2, this 
study now contributes to the growing body of literature seeking to illuminate the issue 
of outcomes-based reform. As the research and analysis processes have also been 
described in some detail, its credibility is now open to the consideration of others. 
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The following chapter considers the implications of the study for future 
outcome-based reform and suggests some areas for future research in related areas. 
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CHAPTER 6. IMPLICATIONS AND REFLECTIONS 
Educational reforms are designed to achieve positive outcomes and, as previous 
studies have shown (Huberman & Miles, 1984), large-scale reforms can achieve large-
scale positive outcomes. However, this investigation of the impact of an outcomes-
based curriculum reform has shown that large-scale reform may also produce 
unintended and unwanted outcomes of such magnitude as to challenge the benefits of 
even significant positive achievements. 
The analysis of data in Chapter 4 and discussion of the noteworthy issues that 
were identified in Chapter 5 have shown that, for teachers in this study, the major 
impact of outcomes-based curriculum reform was experienced as follows. 
1. The conceptualisation and documentation of outcomes have the capacity to 
negatively impact on teachers' attitudes towards accountability demands and 
confidence in professional knowledge. They also present teachers with a number 
of ethical dilemmas. 
2. In implementing the outcomes-driven reform, teachers make many modifications 
to their professional practice. Though these adaptions reflect sound educational 
theories and system recommendations, the professional satisfaction they bring is 
limited by their doubtful validity and practicality and reductions in professional 
confidence as perceived by teachers. 
3. Teachers experience the impact of outcomes-driven curriculum reform in many 
dimensions of their professional practice and consider a wide range of factors 
when evaluating overall impact. 
4. In responding to the accountability demands of outcomes-driven curriculum 
reform, teachers redefine and clarify individual and group autonomy with 
consequent shifts in school-system relationships and questioning of and 
challenges to system authority in matters of educational change. 
It is appropriate to conclude this thesis by linking and relating these findings and 
by considering their implications for future educational innovation that seeks to work 
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through and for the professionalism of teachers. This final chapter, after acknowledging 
the limitations of the study, identifies relationships among the main themes derived 
from the study, discusses the implications for future outcomes-based curriculum reform 
and suggests some directions for further research in areas related to the study. It also 
includes a reflection or coda which considers the outcomes of the study in relation to the 
aim of the professional doctorate to enhance the provision of educational leadership 
which, in this instance, relates to curriculum reform. 
Limitations of the Study 
The design of this study incorporated a number of features intended to establish 
trustworthiness of its data, research process and the empirical grounding of its research 
findings. These features have been described in Chapter 3. 
Prolonged and frequent contact with the three groups of teachers sensitised the 
researcher to possible sources of bias when collecting data and member checking, a 
process of triangulation, was undertaken in order to provide participating teachers with 
opportunities to confirm and correct facts and interpretations included in the report. 
Though the researcher cannot ensure transferability of findings beyond the specific 
contexts of the data collection, sufficient description of the context, data collected from 
teachers in the form of direct quotations, and descriptions of methods of collection and 
analysis have been provided in order to offer others the possibility of making transfer 
judgments. The thick description provided should also allow potential replicators to 
make their own judgments about the dependability of the findings of the study. 
Attempts have also been made to establish the confirmability of the research process 
and the empirical grounding of the research findings through appropriate precautions 
related to aspects of design such as sampling, analysis, classification, generation of 
concepts, conceptual density and consideration of broader considerations that affect the 
study. 
Despite these precautions, some of these aspects of the study design do have 
limitations which must be considered in relation to the conclusions reached in respect to 
the three groups of participating teachers and in respect to the likelihood of these 
conclusions being applicable in other contexts. 
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A major investigation component of the study concerned the effect of the 
conceptualisation and wording of the outcomes document. While in concept, the 
outcomes represented in Student Performance Standards (English) are similar to that in 
use in other Australian states and territories, the actual wording of the version of 
outcomes recommended by Brisbane Catholic Education for the use of classroom 
teachers was significantly different. The language was perceived to be more technical 
because the outcomes themselves were more conceptually dense. Teachers indicated 
that there were no pointers or examples of student behaviours that illustrated 
achievement of the outcomes, no professional elaborations such as those that have 
accompanied national benchmarks and no commentaries of work samples with specific 
reference to this set of outcomes. It has been shown that these characteristics of the 
document intensified teachers' reactions to the reform to such an extent that they 
constitute not only a finding of the study but also an intervening variable which could 
account for possible substantive differences in impact experienced between Queensland 
users of English outcomes and those in other States or Territories. 
A further limitation relates to the sample of teachers. While the relatively small 
number of teachers in the study may suggest caution against overgeneralising on the 
basis of the findings of the study, it must also be noted (see Chapter 3) that these were 
not teachers especially selected for their commitment to change or their school's prior 
successes in the implementation of reform. There was nothing about them to distinguish 
them from other teachers eligible for selection other than that purposive sampling was 
employed to ensure representation of three different categories of school size and the 
inclusion in each group of at least one Year 5 teacher. The dominance of these 
considerations may have masked other significant differences among the three samples. 
However, the conduct of the study involved some unintended deviations from the 
original sampling design. At the smallest school, Ian's teaching partner obtained 
alternative employment and left the school on the very day data collection began. As 
there was additional turnover of Ian's teaching partners during the period of the study (a 
second replacement left through illness), all interviews at his site were with him alone, 
and while he appeared to speak quite freely, there were no opportunities for the synergy 
that was apparent in the focus group interviews conducted at the other, larger schools. 
Also as indicated in the analysis, Ian had a part-time administrative role and 
appeared sometimes guarded or contradictory in his comments which can be attributed 
to a number of interpretations. His broader perspective on school development, the 
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solitary nature of his interviews and concerns that adverse opinions may impact on his 
chances of further advancement are possible explanations of his responses. At other 
sites sampling variations also occurred because of teacher transfers to other schools or 
classes. At StJohn's the transfer took place so late in the study the replacement teacher 
was not included in the study. At St Anne's, the replacement occurred quite early so the 
new teacher participated in the second and third interviews. 
Finally, though this study focused on the specific impact of outcomes-driven 
curriculum reform by means of the implementation of SPS, for teachers, SPS was 
another stage in a continuous period of cumulative reform. Teacher comments often 
reflected the impact of the implementation of the English syllabus or the requirement to 
be involved in the development of a School Mathematics Program as much as they did 
the impact of SPS. The three cases therefore represent a snapshot of the impact of 
reform at a specific historical moment which is an integral quality of this ethnographic 
approach. No claims are made for teachers' perceptions experienced at other times in 
other places. 
Relating the Main Findings of the Study 
The findings of this study constitute four interrelated components, which, when 
considered in combination rather than isolation, provide insights into the more powerful 
factors that feed into and result from top-down curriculum reform initiatives. It is 
difficult to avoid the representation of findings such as these as static; that once a 
particular type of reform occurred and a certain set of beliefs, behaviours, 
understandings and attitudes was the result. However, change is rarely so bounded in 
time and effect, especially when it is on the scale of the implementation of SPS. Instead 
change is dynamic and iterative and passes through cycles of action during which 
various stakeholders modify their responses according to the interplay of a range of 
factors. 
As illustrated in Figure 1, once activated by external factors, the implementation 
of SPS in schools belonging to the BCE system went through several cycles. Cycle 1 
(1996) and Cycle 2 ( 1997) represent responses to the reform as it occurred during the 
period of this study. As a new English syllabus based on an outcomes approach under 
development by QSCC will not be available until 2003, it is reasonable to expect that 
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further cycles will occur until that time, though the responses of all stakeholders may 
weaken in intensity. 
Figure 1: 
Relationships Among Aspects of Impact of SPS on Teacher Perspectives of 
Professional Practice 
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During Cycle 1, after the implementation and support of SPS became system 
policy, teacher responses were influenced by the characteristics of SPS, chief among 
which was the difficulty teachers experienced in confident interpretation of the levels. 
After some further mediation based on teacher, principal and school characteristics as 
described in Chapter 4, teachers experienced the impact of the reform through changes 
in professional knowledge and confidence, which prompted a cost-benefit analysis of 
SPS, which in tum led to some questioning and modification of recommended system 
policy. In the case of St Patrick's, for example, this resulted in deferred changes to 
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reporting. At StJohn's, implementation was initially staged more slowly. At St Anne's, 
planned changes to the school report card were scaled back. 
At the beginning of Cycle 2 teachers perceived no change to BCE policy in 
relation to SPS implementation, but neither did they perceive any system response to 
significant school modifications of implementation plans. The characteristics of SPS 
remained unchanged as no revision or development was occurring at either a national or 
Queensland state level in response to teacher feedback. While teacher responses to SPS 
underwent very little significant change towards the end of Cycle 2, this time there was 
a perceived system response in the form of the convocations the then, director of BCE 
conducted during 1997 in order to investigate the issues that were of greatest 
importance to teachers in the system. From the beginning of 1998, the wording of policy 
documents in relation to SPS acknowledged the discretion available to schools in 
determining implementation practices appropriate for local conditions. 
While teachers at all three schools did participate in SPS related activities such 
as interschool moderation; made changes to their planning, teaching and assessment 
practices to align them more closely with School English Programs; and, at two schools, 
introduced additional SPS-related reporting procedures, it would be difficult to justify a 
claim that a system-wide change to reporting had occurred. Implementation of SPS was 
neither comprehensive nor consistent at these three schools or within the system as a 
whole. In addition, the lack of parent response to reporting changes that occurred at St 
Anne's and StJohn's, raises questions concerning the value of the changes to reporting 
that did occur. 
However, as described in Chapter 2, outcomes-based curriculum reform also 
included among its objectives the enhancement of the professional culture of teachers 
and, as the findings of this study have shown, it has been in relation to teachers' 
perspectives of. professional practice that the impact of SPS can be considered most 
significant. 
Enhancing Teacher Perspectives of Professional Practice - Agendas for Change and 
Research in the Conduct of Outcomes-driven Curriculum Reform 
In spite of the existence of a constantly evolving body of literature which 
documents what research has discovered about the development of curriculum, schools 
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and teachers, Pullan ( 1997, p. 227) argues we do not seem to be gaining ground on the 
implementation of educational reform. Learning from reform, according to Pullan 
(1997), includes taking account of resistance and reconciling the positive and negative 
emotions through which participants have responded to their experiences. This study 
has identified a range of factors which must be considered when learning from the 
experiences of reform and in determining alternatives to the conditions which 
encountered teacher resistance and aroused negative responses. As the reform is 
complex and the findings of the study have identified a comprehensive range of issues, 
the determination of alternatives requires 'juggling with cost-benefit analyses, 
unintended consequences and some version of critical path analysis attuned to the 
banana skins of every day politics" (Black, 1996). Critical issues raised in this study 
concerned the conceptualisation and documentation of the reform, teachers' 
professional development, work and working conditions and the role of educational 
systems in curriculum reform. From these issues, consequences can be inferred for the 
resourcing of reform. 
In discussing the implications for reform as suggested by the findings of this 
study, appropriate reference will be made to national and international studies with a 
related focus drawing on the literature reviewed in Chapter 2 and the additional 
literature identified as relevant as data analysis proceeded. As the conclusions of this 
study confirm, Australia is part of the globalisation of educational trends. Teachers have 
experienced the changes in practice and concerns common to a number of countries also 
engaged in the implementation of outcomes-driven curriculum reform (Airasian & 
Gregory, 1997; Broadfoot, 1986; Broadfoot, et al., 1994; Gipps, 1992; Harlen, et al., 
1995; McCallum, Gipps, McAlister & Brown, 1995; Osborn, et al., 1991). Cross 
referencing between such studies should increase the range of options available for 
consideration in further research. These cases in this study also contribute to the 
literature attempting to document the impact of reform in a range of global contexts. 
The Conceptualisation and Documentation of Outcomes 
Outcomes-based curriculum reform is intended to serve dual purposes with 
regard to learning outcomes for students (Willis & Kissane, 1997b), a quality assurance 
mechanism and a quality enhancement mechanism. However, this study has shown that 
the difficulties with outcomes that emerged during implementation severely reduced the 
capacity of outcomes to fill either of these purposes to any significant degree. The lack 
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of clarity of the outcomes documentation restricted its application to describing explicit 
outcomes for students or their parents and made it a difficult reference for teachers to 
use when developing programs. Therefore, one of the implications of this study is a 
need for documentation of outcomes that is of high quality and readily accessible to 
teachers. The teachers demonstrated the need to have outcomes expressed with greater 
clarity and also to be provided with additional support material in the form of 
professional elaborations, demonstrations of how outcomes may be met, definitions of 
terms and work programs which modelled how outcomes influenced program 
development, assessment and intqvention strategies. 
While the quality of documentation is readily agreed as a factor critical to the 
success of educational reform (Pullan & Stiegelbauer, 1991; Huberman & Miles, 1984; 
Lokan, 1997b ), what is less clear is what characterises practical, useful documentation 
for teachers. Further investigation is needed to suggest how an effective balance can be 
struck between the rninimalism of current documentation and the extreme bulk implied 
by the level of precision and detail contained in documents of lesser scope such as 
national benchmarks (Curriculum Corporation, 1998) which are in development at the 
time of writing. As the teachers from St John's who had had the greatest levels of 
engagement with SPS had developed the greatest understandings of the outcomes it may 
be that the level of detail required by teachers who have become proficient in a learning 
area is less than for apprentices or novices (Taylor, 1994). Therefore, support materials 
may need to reflect different levels of user experience and expertise while, at the same 
time, avoiding the development of a two-tier system of implementation. 
The unintended outcomes of certain forms of documentation would need to be 
identified along with the intended outcomes through consideration of issues raised 
through this and other studies. Issues shared by the teachers in the cases with those in 
other investigations include the alignment of curriculum, assessment and reporting 
frameworks (Lokan, 1997b), curriculum fragmentation/integration (Brady, 1996a; 
Griffin, 1998) setting appropriate expectations (Smith, Fuhrman, & O'Day, 1994; 
Taylor, 1994) and the levels of technical language that are acceptable to teachers 
(Grundy & Bonser, 1997). 
However, it may be that attention to the documentation of outcomes begs the 
more significant questions teachers have raised concerning the conceptualisation of the 
outcomes initiative, SPS (English), as a quality assurance mechanism, particularly in 
213 
regard to its feasibility. The broad levels of achievement encompassed by outcome 
levels constitute a crude mechanism for reporting teachers' sensitive insights into 
student achievement (Smith, et al., 1994). The trivialisation evident in aspects of 
implementation such as the mechanistic procedures developed by some teachers for 
assigning levels would raise questions about the validity of student achievement 
expressed through SPS levels and the usefulness of such data as a measure of quality on 
a class, school or system basis. Providing parents with the type of information they 
consider meaningful also has implications for schools and systems in the review and 
development of reporting mechanisms. 
The concerns that have arisen through this study have implications for the future 
conduct of outcomes-based curriculum reform as realised through SPS (English) and 
support concerns regarding the need for a reappraisal of outcomes (Forster, 1996) and a 
recognition of their contested and problematic nature (Butterfield, 1995; Reid, 1995). 
Jacob and Cockshutt (1995) acknowledge the attraction and tidiness of outcomes but 
question underlying assumptions that standards can be defined and that educators can be 
trained to internalise them and be fair and consistent judges of diverse student 
performance (p. 243). Butterfield's (1995) critique of England's national curriculum 
also raises serious doubts about the possibility of translating the rhetoric of criterion-
referencing into absolute standards of performance. The depth of syllabus knowledge 
these teachers required to develop programs which provided opportunities for students 
to demonstrate the outcomes and the inconsistencies in interpretation of outcomes 
experienced by teachers at the same school site are symptomatic of the problems 
associated with the implementation of outcomes under the conditions described in the 
cases. Addressing these problems may require either modification of the outcomes 
themselves or considerable attention to the development of support materials such as 
exemplar programs or assessment tasks and professional development activities such as 
moderation to assist teachers in reaching shared understandings of outcomes and levels. 
As outcomes have now been in use in all Australian states and territories for 
several years and there are variations in the way each state has determined aspects of 
implementation, the time may now be ripe to clarify the different purposes of different 
types of assessment and to determine the educational purposes best served by standards 
(Eisner, 1993a) in order to implement them in more appropriate ways. An investigation 
of this type could consider the relative merits of options such as reducing the 
requirement that teachers report on individual student attainment as has happened in 
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Kentucky as reported by Black (1996) or forms of sampling which may achieve the 
same accountability benefits while reducing teachers' concerns with the ethical aspects 
of outcomes (Edwards, 1995). 
Teacher Professional Development. Work and Working Conditions 
Teachers in the study perceived the reform as having an impact on their 
professional knowledge and practice, professional confidence, their control over the 
type of curriculum they taught and how they taught it, their relationships with 
colleagues and parents, aspects of practice concerning ethical behaviour and the 
intensification of their workloads. 
The findings of this study suggest a number of implications for the enhancement 
of teacher professionalism relating to the areas of impact. Though additional 
professional development is a common response to the need to support educational 
reform, the nature of professional development requires careful consideration if it is to 
correspond to the needs these teachers demonstrated for affirmation and critical 
engagement with the impact of the reform. The concerns teachers expressed with the 
ethical aspects of the consequences of the reform demonstrate their readiness for critical 
engagement with these issues (Horsley & Loucks-Horsley, 1998). 
The lack of meaning or purpose experienced by teachers at various times as they 
implemented this reform suggests a need for professional development that supports the 
development of a sense of overall coherence in teachers' approaches to their work 
(Fullan, 1996). Working towards this requires a return to the spirit of outcomes (Spady, 
1993) along with a reappraisal of desirable outcomes reflecting societal priorities for 
people of the twenty-first century (Forster, 1996). Butterfield (1995) and Reid (1995) 
also contend professional development should be more concerned with providing 
teachers with critical perspectives on reform and less with tinkering with 
implementation procedures, manageability or classroom convenience. Day (Day, Pope, 
& Denicolo, 1990) proposes professional development as a continuing and systematic 
activity with a focus on serving the needs of teachers with curriculum development the 
servant rather than the driving force of activities. 
However, a holistic and critical view of reform cannot be fully developed 
without appropriate discipline renewal related to content knowledge, processes central 
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to the discipline of English and pedagogical strategies that assist students in learning 
(Jacob & Cochshutt, 1995). Teachers at the three school sites demonstrated a need for 
increased confidence in addressing problematic areas of the English syllabus relating to 
specific strands (Speaking and Listening, Viewing) and sub-strands (Cultural and Social 
Understandings). In addition, some teachers' attitudes to altered programming practices, 
such as a reluctance to reduce the emphasis on narrative writing, indicate their more 
fundamental need to appreciate the syllabus philosophy and the importance it places on 
providing students with opportunities to become competent and critical users of socially 
powerful texts. A related need is for professional development which acknowledges 
teachers' dependence on relationships with students and nurturance as a prime source of 
satisfaction by extending definitions of care to embrace a moral and social dimension as 
well as a personal one and by emphasising the need to balance the purposes of care with 
other educational purposes of equivalent importance (Hargreaves, 1994a). 
Teachers' perceptions of workload intensification that were reported during the 
implementation of SPS have implications for a system review and clarification of their 
accountability expectations, particularly regarding record-keeping and reporting. 
Broadfoot (1994) and Hargreaves (1994a) suggest a reduction in the burden of record-
keeping to ease accountability and intensification demands while Black (1996) proposes 
the removal of excessive accountability demands and a renewal of faith in teacher 
judgment and integrity, a proposal Edwards (1995) supports when arguing that system 
accountability demands must be designed to support rather than impede student 
learning. 
The intensification of workloads that were witnessed in this study suggests 
directions for future research in determining how teachers actually spend their time. 
Reid ( 1995) confirms the reports of teachers in this study that some tasks are being 
rushed or eliminated, and queries what impact additional tasks have on the quality of 
teacher work. In addition, if teachers report that they are already working to capacity in 
implementing an overcrowded curriculum, there is a need to investigate appropriate 
deletions or improvements in efficiencies in order to determine how additions to the 
curriculum can be accommodated. Green (1998) also addresses issues of intensification 
with suggestions for establishing priorities for the types of activities that occupy 
teachers' working time and helping them to balance and ameliorate the less productive 
effects of role extension and intensification in favour of activity more likely to result in 
improved outcomes for students. That some teachers in this study numbered activities 
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other than face-to-face teaching or planning classroom activities among the less 
productive aspects of their role has implications for the type of professional 
development to which they will be amenable or are likely to value. Opportunities for 
intellectually rigorous and searching processes of consideration, discussion and review 
of educational theory are, according to Hargreaves (1989), likely to be viewed by many 
teachers as a further intensification of their workloads and therefore meet with 
opposition. School and system administrators must take care to match professional 
development opportunities with teacher concerns about, and levels of use of, outcomes 
and give the same attention to the individual needs of teachers as teachers are 
encouraged to give to their students. 
Other related areas of future research suggested by this study include a contrast 
of the predominant conceptions of teaching that exist among teachers and the dominant 
models inherent in the implementation of outcomes-based curriculum reform with a 
view to identifying the obstacles to change inherent in any particular conception of 
teaching. 
The range and complexity of the issues confronted by these teachers in their 
working lives illustrate the unsuitability of narrowly focused research into the impact of 
outcomes-driven curriculum reforms. Instead, research into the impact of reform needs 
to be interdisciplinary so as to accommodate and be sensitive to the network of 
influences operating upon teachers (Butterfield, 1995, p.106). 
The Role of the Educational System in Curriculum Reform 
This study highlighted the implications for an educational system that arise when 
teachers conclude that the employing authority is not going to enforce recommended 
reforms. To teachers, this indicated a lack of clarity, or consistency, of educational 
direction and insensitivity to teachers' concerns. 
Therefore, it would seem advisable for the employing system, after reviewing its 
on-going position in regard to the implementing of outcomes, to use appropriate forums 
to communicate to school communities its current recommendations, the way in which 
it intends to support its recommendations and the ways in which it had responded to 
teachers' concerns in revising its position on outcomes. Fullan (1991) and Huberman 
and Miles ( 1984) confirm the contribution of strong and consistent system advocacy to 
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successful implementation of educational reform. There is a particular and urgent need 
to clarify for teachers the use schools are to make of outcomes in English. SPS was 
originally promoted as a reporting framework only (Wyatt-Smith & Ludwig, 1996) and 
unsuited to the planning and assessment purposes recommended for the outcomes 
contained in more recent syllabus documents developed by the Queensland School 
Curriculum Council (1998). However, until a QSCC English syllabus is available for 
use in 2003, teachers in BCE schools are placed in the position of having to use one set 
of outcomes, SPS (English), as a reporting framework and those developed for other 
KLAs, such as Science and Health and Physical Education, for planning, teaching and 
assessing as well as reporting. 
Any reluctance of system or school personnel to challenge the view that teaching 
to outcomes is "teaching to the test" shows a lack of understanding of the nature of 
outcomes, denies teachers access to a resource designed to facilitate more purposeful 
curriculum development and generally retards the implementation of outcomes-based 
curriculum reform. Such challenge would need to strike an appropriate balance between 
pressure and support (Fullan & Stiegelbauer, 1991; Huberman & Miles, 1984), 
recognise that ambiguities and tensions always accompany complex change processes 
(Fullan, 1994), be achievable and not subject to narrowly based political interference 
(Edwards, 1995; Smith, et al., 1994) and place appropriate limits on teacher discretion 
and independence in curriculum judgment (Hargreaves, 1989). 
An additional implication emerging from this study is the need for educational 
authorities to broaden the basis for monitoring the impact of system reform. Current 
national reporting emphasises the importance of data relating to student learning 
outcomes. On the evidence of this study, the evaluation of the effectiveness of 
educational reform should also examine improvements in the quality of the teaching 
profession, teacher self-respect, collaborative cultures, teacher understanding of specific 
changes, the overall coherence they perceive in their work, the practicality of their work 
requirements and critical use of new ideas (Fullan, 1996). There is already evidence of a 
movement in this direction as demonstrated by Brisbane Catholic Education's series of 
six convocations during which 600 randomly selected teachers were consulted by the 
then director on what were perceived as the issues that were of current importance. 
Issues were designated as "thrills" or "spills" according to the nature of the reponses 
they elicited from teachers. SPS figured prominently as one of the "spills" identified in 
the raw data (Brisbane Catholic Education, 1997b) obtained from this consultation. Also 
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prominent was intensification of workload, lack of teacher expertise in curriculum 
development which was taking away time from the "real" world of teaching and the 
poor public image of teaching. "Thrills" were mainly confined to working with students. 
A second survey was undertaken by BCE to inform a BCE submission to the inquiry 
into the status of teachers and the development of the profession during the next five 
years (Brisbane Catholic Education, 1997a). To keep faith with its workforce, BCE 
needs to show responsiveness to the findings of these investigations and to continue its 
interest in the wider influences impacting on schools. 
Given teachers' growing awareness of Brisbane Catholic Education's 
unwillingness to enforce its recommendation regarding the implementation of outcomes 
and their consequent realisation of the level of authority school communities were able 
to exercise in determining a response to system recommendations, it would be of 
interest to investigate system-school relationships in terms of compliance with future 
top-down curriculum reforms. Variations in compliance associated with school size 
would also be an issue of interest. 
Resourcing 
Educational change is resource-hungry (Fullan & Miles, 1992) and many of the 
implications identified in this discussion have flow-on implications for the resourcing of 
outcomes-based reform. Consultation, professional development of teachers and the 
development and publication of teacher support material can be expensive. While 
curriculum and teacher development are rarely resourced to the extent that teachers and 
administrators would wish, there are a number of existing resources that could be 
harnessed in the service of this reform agenda. Current policies regarding the devolution 
of authority and resources to schools mean there is greater capacity for schools to 
determine their deployment than has previously been the case. Schools have at their 
disposal resources relating to providing teacher release, the purchase of materials, the 
promotion of collaborative work cultures through the management of teacher allocation 
to classes, time-tables and the deployment of specialist teachers. Schools also have a 
certain amount of control over how they manage industrial initiatives such as the 
provision of non-contact time for primary teachers and awards such as Advanced Skills 
Teacher (AST) 1 and AST 2. System initiatives and resources such as procedures for the 
endorsement and validation of school curriculum programs, publications designed to 
promote reflection and discussion on teaching as a profession such as "Celebration and 
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Challenge: The Teacher in a Catholic School" (Brisbane Catholic Education, 1998) or 
the Board of Teacher Registration's Code of Ethics (Board of Teacher Registration, 
1995) are other resources whose utilisation could be considered in this context. 
Effectively supporting teacher professionalism implies school administrators will need 
to make plans that successfully link a number of initiatives in meeting cohesive school 
goals and to deploy available resources in response to the needs teachers discover when 
engaged in implementation rather than developing organisational structures, policies 
and systems in preparation for the change (Pullan, 1994). 
There are also practices elsewhere worth considering by local systems and 
schools for their potential value in enhancing teacher professionalism. These include 
industrial arrangements such as those in Ontario which provide for sustained 
professional development opportunities for teachers in areas of current system 
educational priority and the practices of individual school administrators in subsidising 
teacher attendance at conferences and other similar events of a professionally 
stimulating nature. 
The schools described in the three cases demonstrated a wide range of 
effectiveness in the deployment of resources in the service of enhanced teacher 
professionalism. While some schools were able to integrate diverse aspects of reform 
and resourcing under the cohesive umbrella of a small number of school development 
goals, for others, change was perceived as a series of unconnected events, resourced on 
an "ad hoc" basis, with consequent omissions, duplications, contradictions and 
inconsistencies. Just as teachers require models that support them in the development of 
student achievements, there is a need for school administrators to be provided with 
models of change management and resource deployment that support them in the 
development of teachers. As Fullan and Stieglebauer (1991) point out, the specifics of 
what the principal should do to manage change at the school level are complex and yet 
this remains an area in which they receive little preparation. 
Summary of Implications for the Future Direction of Outcomes-based Curriculum 
Reform 
The implications for successful outcomes-based reform in the future, as 
identified through this study, may be summarised in terms of reform development, 
teacher development and system leadership. Considerable difficulties associated with 
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the conceptualisation and documentation of the reform have been identified by teachers 
with implications for a review of the conceptual design of SPS. Any such review would 
need to consider issues such feasibility of implementation as a quality assurance 
mechanism and effectiveness as a quality enhancement mechanism. Rewording of 
outcomes and the provision of teacher support material should also be undertaken, 
preferably before teachers have developed additional coping mechanisms that involve 
little reference to the meanings of the outcomes as occurred at one of the sites. 
A dual-purpose approach to teacher development is also required. On the one 
hand teachers need opportunities to develop a broad perspective on any large-scale 
reform such as SPS so that when the detail becomes blurred and the way ahead not 
immediately obvious they are still able to steer a course towards the general goal of the 
reform. However, teachers indicated there is still a need for detailed support material 
and professional development in specific aspects of the reform such as the conceptually 
challenging aspects of the English syllabus with which they experienced difficulties. 
This support would act as a safety net for those teachers who displayed low levels of 
confidence with the reform and as a springboard for those who have attained basic 
competence and are ready for further challenges. While the appeal of recommendations 
for the reconceptualisation of professional development with a more critical orientation 
is considerable, the needs expressed most strongly by the teachers in this study were for 
clear statements of the expectations of the reform and clear guidelines as to how to 
achieve them. Within this context, any emphasis on "Big Picture" approaches may be 
viewed with scepticism and frustration. 
In addition to clarity of expectation and support, the requirements teachers 
identified in relation to system leadership included consistency and strength of 
commitment to the reform and quality control mechanisms that prevented a wide 
variation of SPS implementation of which they had become aware. The challenge for 
system authorities is to balance this call for quality enforcement with simultaneous calls 
to show greater sensitivity and response to the intensification of teachers' work. 
However, as all these factors are closely related, providing teachers with more 
accessibly worded outcomes, appropriate support material and professional 
development related to difficulties teachers have experienced with aspects of the 
syllabus may reduce confusion and workloads to such an extent that teachers may feel 
more amenable to implementing the reform. 
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Summary of Implications for Future Research into Outcomes-based Curriculum Reform 
The findings of this study indicate several areas where further investigation is 
required to inform and facilitate outcomes-based reform. There is a need to develop and 
investigate alternatives to this form of outcomes in response to these teachers' concerns 
regarding its benefits and costs. Some that have been suggested are reductions in record-
keeping and reporting requirements and the use of sampling as a substitute 
accountability measure. The study has also found that teachers need more detail in order 
to develop their understandings of outcome statements and to ensure that these 
interpretations are consistent with those of other teachers. However, what is not clear is 
what form of documentation is most useful for this purpose and how to strike the 
appropriate balance between precision and brevity as appropriate to the differing levels 
of expertise demonstrated by a diverse range of user groups. 
The study has also justified the investigation of aspects of the leadership and 
management of professional development. Some variables with the potential to explain 
variations in the impact of the reform include school size, school based curriculum 
leadership, school culture, use of teacher release time, the focus of professional 
development events, decision-making/problem-solving strategies, balancing individual 
autonomy and whole-schools curriculum development, strategies for supporting teacher 
collaboration and teachers' conceptions of teaching in relation to the types of 
behaviours required in reform implementation. 
Of interest to educational systems must be the investigation of the effectiveness 
and feasibility of implementing system-wide, top-down curriculum reform at a time 
when administrative rhetoric and the allocation of resources proclaim the value of 
school-based management. It would also be relevant to monitor the next major reform 
that is introduced to determine the extent to which the uneven implementation of 
outcomes has given teachers the collective muscle to resist further reforms of whose 
value they are unsure. 
Investigation of the effectiveness of different ways of allocating resources would 
also inform systems when providing guidelines to schools and instituting accountability 
measures associated with the allocation of resources. 
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Conclusion 
This study was undertaken in order to investigate a complex, large-scale 
curriculum reform intended to achieve the dual purposes of quality assurance and 
quality enhancement. The implementation of the reform was also intended to be 
undertaken in such as manner as to enhance teacher professionalism through 
professional development activities that assisted teachers in developing their discipline 
knowledge, strengthening professional culture and promoting partnerships among 
employing authorities, teacher organisations and universities. 
Despite the existence of limitations discussed earlier in the chapter, the study has 
resulted in interesting and worthwhile outcomes. Many issues have been raised and it is 
hoped that these issues will contribute to the ongoing study of educational reform and 
improved outcomes for students, teachers, parents and other stakeholders in the 
educational process. 
At the time of writing, the then newly appointed Minister for Education in 
Queensland has requested the Queensland School Curriculum Council, the body 
responsible for curriculum development for Years 1 - 10, to review the Queensland 
English syllabus materials with a view to producing a revised version containing a set of 
outcomes reflecting current national initiatives relating to the teaching of English. It will 
be of interest to educational researchers to monitor this next stage in the series of 
outcomes-based curriculum reforms that have characterised national and international 
educational change in the 1990s. This investigation is among those that have identified 
the complexities of outcomes-based reform through three case studies. Whether the 
second wave of reform is informed by the first will be, in part, demonstrated by the 
strength of teachers' professionalism as they engage with the paradoxes, anxieties and 
dilemmas associated with educational change and if and how resulting tensions are 
reconciled into powerful new forces for growth and development (Fullan, 1993). 
Coda 
The purpose of undertaking this professional doctorate was to enhance my 
ability to provide educational/curriculum leadership in curriculum reform. At a time of 
both educational and workplace reform, many factors come into play which make the 
future uncertain and unpredictable. Because of the direction my career has taken since 
223 
beginning this study, I have been given opportunities to exercise curriculum leadership 
in unexpected and varied contexts. During 1997 Brisbane Catholic Education 
restructured its curriculum team, a decision, I believe, at least partly influenced by the 
strength of teacher reaction against the implementation of SPS. 
In this restructuring, I was assigned to a special project which involved 
providing intensive curriculum support to a small number of schools in a socio-
economically disadvantaged area of Brisbane. The focus of this role was identifying and 
responding to school curriculum needs rather than implementing system policy. 
Consequently, I was able to exercise a certain amount of autonomy with respect to 
supporting SPS implementation. As a result of what I had learned from my research I 
decided to support teachers in a number of ways which included: 
• organising teachers to meet across schools in clusters related to year levels. I 
was able to lead professional development sessions which addressed the lack of 
alignment among frameworks for planning assessment, record-keeping and 
reporting - also a point of confusion for teachers in this study; 
• organising a separate, interschool moderation day for this cluster as an 
alternative to the formal BCE event; 
• supporting teachers in interschool moderation through the development of 
common units of work and assessment tasks accompanied by individualised 
criteria sheets; 
developing school report cards consistent with SPS requirements; and 
• acknowledging that many teachers I worked with used the simpler version of 
outcomes in "English - a profile for Australian schools" thus reducing their need 
to feign use of the official, system recommended SPS document in our joint 
planning sessions. 
Thus the specific findings in this research and difficulties reported by teachers 
enabled me to provide specific assistance with identified problems. Assistance was 
provided, not simply by transferring solutions from one context to another, but rather, 
through the identification of needs of teachers and applying the broad concepts 
generated in the research. 
In the following year, 1999, I joined the Office of the Queensland School 
Curriculum Council as a member of the English Curriculum Development Project. This 
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project is concerned with the publication of an outcomes-based English syllabus and, as 
such, presents the ideal opportunity to act on the findings of this research project. Of 
particular relevance to my current role are those findings related to: 
• the need for teachers to understand and accept the changes required m 
implementing a new syllabus; 
• the degree of technical language teachers will understand and accept; 
• the need to be cognisant of the general demands on teachers and their prior 
practice and the consequent importance of matching the demands of a new 
syllabus to the workplace context in which it is to be implemented; and 
• the necessity of providing teachers with resources which explicate the 
practicalities of reform. 
I hope that through this study, I shall have assisted my colleagues in their 
curriculum development projects related to outcomes-based curriculum reform. I also 
intend, that through this documentation of the change and through my participation in 
the activities of the Queensland School Curriculum Council, I shall have contributed to 
the leadership of outcomes-based curriculum reform in Queensland in a way that 
maximises its benefits while avoiding the many pitfalls which this study has identified. 
225 
APPENDIX A: Interview Themes for Data Collection 
Interview 1 (March, 1996) 
Current assessment practices 
Current record-keeping practices 
Nature of current reporting to parents 
Parent reporting requirements 
Level and type of collaborative activity among teachers 
Pre-implementation understandings of Student Performance Standards (English) 
Predicted implications of implementing Student Performance Standards (English) 
School and student characteristics that influence the implementation of standard 
outcomes 
Suggestions for improving assessment and reporting 
Interview 2 (October, 1996) 
Professional development undertaken associated with implementation of SPS 
Early implementation understandings of Student Performance Standards (English) 
Changes to practice resulting from implementation of SPS 
Concerns arising from early implementation experiences 
Experience of first interschool moderation (October, 1996) 
Reporting intentions ( 1996) 
School decision-making processes 
Suggestions for modifying Student Performance Standards and the implementation 
process 
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Interview 3 (April or May, 1997) 
Description of procedures for reporting to parents at the end of 1996 
Concerns arising from reporting experiences 
Changes to practice associated with SPS implementation 
Professional development associated with SPS implementation 
Collaborative activities 
Teacher responses to SPS including job satisfaction 
Parent responses to SPS 
Reporting intentions for end of 1997 
Identification of further professional development requirements 
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APPENDIXB: Extract from St Patrick's Report Card 
Key Learning Area Achievement Effort 
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• Knowledge <----1---1--> 
• Participation in Class/ 
Liturgy/Prayer <:--- -----> 
ENGLISH 1---1--
• Reading and Viewing <-----1-----1--> 
• Speaking & Ustening <----1------1'--> 
• Writing <---1-----1---> 
MATHEMATICS 1--------1-------1 
• Working mathematically <--------1--------1--------> 
• Number 
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• Space 
• Chance and Data 
STUDIES of SOCIETY 
and ENVIRONMENT 
SCIENCE and 
TECHNOLOGY 
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<--------1-------1------> 
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• Recognises that a particular text type Is appropriare for a particular writing purpose and explains why illw bocn chosen, e.'- a rcporr.. recipe, story . 
• Usually organises subject matter logically; uses basic features of writing (such as correct tense, senrcncc strucrurc, simple punctu.ltion) and uses a Dngc of 
spelling stnregies, e.g. tn~.r,nory, sounding our. the look of words, reference books. 
• EX'DCrimcnts with wavs to plan, edit and proof read writing 
• Uses writing to consider and develop ideas abourlnform.:ation, events and issues, e.g. writes pocr.ry in various fomu: argues a poinr of view; expbins a 
scicntilic procc.ss or narural phenomenon such as warer cycle or elcctridcy • 
. Undersunds the pur1Jose for writing dltfcrcnrrexu and takes lnro account !he interest and noc:ds of the people who will rc01d them, c.'- story book for youn 
children. 
• Chooses W:I)'S or organising subject m.:altcr, varies vocabulal)' and selects grammar for particular writing pwposes: ~s a range of spelling strategies ro 
develop an Increasingly aoc:uratc spelling vocabulasy. 
• Uses a Dn~Cc of w:avs ro plan. cdll proof read and uublish writint . 
• Uses a varicry o( text types such as c.xplan3tions, verse, journals and essays to write abour contempoDI)' subjects when exploring challenging ideas and 
issues. 
• rdcntilies w:ays to consider how lo inllucncc the rc.1dcr when writing di.fl'ercnt rext., e.g. effective usc of maps or diagrams "ithin wrinen re.'Ct; scu the seen< 
clearly in :a narrative. · · 
• Uses the features of writing to c.xplo~ w:ays or achieving dill'e~nr effects through rhc selection and organisation of subject m.:auer, vocabutasy, puagraphin 
punctu:ltion, ere. · 
• Plans and reviews own writiolg anticipating audience response, e.g. selects and uses appropri31C resources and nor: U}cj;;g :cchn.iques; review response 10, 
draA :and rc-draR· discusses reasons for oublishin~: decisions. 
0 
M 
<'l 
APPENDIXD: Extracts from StJohn's Report card including examples of 
customised comments as contained in SPS reporting inserts 
Child's Name: G Year: 5 
-------
Writing Semester 1 
Student Performance Report 
At this stage of learning, your child's performance is most like Level 2 
For this semester your child's performance is reflected in the following pieces of 
writing: 
a report: a personal letter to a friend: poetry (Haiku): an imaginative story 
Comments: 
G is able to write simple sentences using simple punctuation. 
She is experiencing some difficulty with spelling. She is beginning to 
understand the different purposes of writing. 
Writing Semester 2 
Student Performance Report 
At this stage of learning, your child's performance is most like Level 2 
For this semester your child's performance is reflected in the following pieces of 
writing: 
simple biographies; retelling a story; postcards; a published book. 
Comments: 
G is able to write for different purposes; although experiences 
difficulty with spelling. She is beginning to use some simple grammatical 
structures. 
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Extracts from St John's Report Card 
NAME: 
EFFORT&.. ACHIEVEMENT RATINGS 
EXCELLENT 
LANGUAGE. ARTS 
EFFORT 
ACHIEVEMENT 
Speaking 
Ustenlng 
Reading Oral 
Reading Comprehension 
Writing SPS Level 
(See Insert) 
lv\A THEJ.M TICS 
EFFORT 
ACHIEVEMENT 
Number Facts 
Numeration 
Operation 
Reasoning 
Me.asurement &.. Space 
POOR 
Semester I Semester 2 
I~ It 
~~'~vf~·~~'~'·~_.,~/~,--~._~ 
...... ~..__._! ___...___.._....~.-~Jll...::.j:.....l..., ___,~,_,:__.:._...J 
.....___.___,L..:/:::-...!,---Jl"---Jil ~ ---1...----LJ~/-·.~..., ---l...---.J 
, 
.. 
'---'----!...:! /:.......:,---J"---JII ~ ___._! ...%.../~l_,:__...r,_...J 
D 
-*= C: lciJJ t..;.cr k avui. ~.{ Cr 
'Jrl-~(f:;_.ju~{ for t~~ 
c.: t~ . .f,t 
,/, II.;; 
,/, II ,/, 
,/, I II /, 
t/ I I II /, 
,/, 
..L..JI I /, 
I j I II f, 
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APPENDIX E: SPS Levels Allocated in Years 4-7 at St Anne's: Semester 2, 1996 
STRAND SPEAKING AND LISTENING READING AND VIEWING WRITING 
SPS LEVEL 2 2/3 3 3/4 4 4/5 5 2 2/3 3 3/4 4 4/5 5 2 2/3 3 3/4 4 4/5 5 
4A 25 3 - 21 4 3 19 6 3 
4B 20 7 . 1 17 8 3 18 7 3 
4C 25 2 I 20 6 2 22 4 2 
40 22 5 I 21 5 2 23 4 I 
5A I 3 18 6 2 6 I4 6 2 6 14 6 
5B 4 4 17 2? 4 4 18 - 8 - 18 -
5C I 5 16 5 1 2 20 4 2 3 I8 4 
50 I 4 I7 6 2 3 17 6 I 5 19 3 
6A 3 5 17 5 I 3 6 13 7 2 I 5 I8 5 2 
6B I 6 19 3 2 2 4 18 3 4 I 9 12 5 4 
6C 5 5 10 8 4 4 2 II 9 6 5 5 7 12 3 
7A - 3 13 6 3 3 2 I 2 II 4 6 2 4 I I IO 8 6 I 3 
7B - 2 II 9 4 4 - I I 11 6 7 1 3 2 3 9 10 5 I -
7C 1 5 15 5 4 4 - I I 15 3 6 2 4 3 6 10 2 6 3 2 
-- --- - ' --
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